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The Problem
Teachers in the Columbia Union of Seventh-day Adventists were provided
training in differentiated instruction training during the summers of 2013-2016.
However, there were no formal follow-up communications to report or to share their
experiences with implementing the newly learned method of instruction. The purposes
of this study were (a) to describe the teachers’ beliefs and levels of practice of
differentiated instruction after completing the training; (b) to determine if there are
differences in beliefs and practice; and (c) to describe methods of support for
implementation of differentiated instructions.

Method
This study used a mixed-method design. The quantitative section used an online
survey which was emailed to the 93 teachers of the Columbia Union who completed the
differentiated instruction training. Fifty-four (54) competed and returned the surveys.
The qualitative section involved eight teachers who indicated their willingness to be
interviewed regarding their experiences with teaching using differentiated instruction
after they had completed the training. Items for the online survey and interview protocol
were developed based on the differentiated instruction innovation configuration by
Kirner (2009).
The quantitative data was. analyzed using descriptive statistics, Chi-square tests
of association and a Z-test. The qualitative data analysis was conducted by identifying
shared themes, patterns, characteristics and indicators present on the innovation
configuration map and in the interviews. Coding of the transcribed interviews was
completed by matching similar themes such as strategies, assessments, time, and
collaboration. These codes were used to recognize noteworthy data that matched the
categories of the innovation configuration categories of differentiated instruction.
Findings
Overall, between 84% to 91% of teachers believe in features of differentiated
instruction in the areas of content, process and assessment. For the practice of these
features, only 46% reported practicing the assessment statements, 69% for content the
content statements, and 71% for the process statements. Wilcoxon signed rank tests
indicated that there are statistically significant (p<.05) differences between beliefs and

frequency of practice. Interviews with the eight teachers indicated that most teachers
shared with and received ideas from other teacher concerning differentiated instruction.
Most teachers also self-reflect and observe other teachers implement differentiated
instruction.
Conclusion
The results indicate that teachers’ level of practice is not consistent with their
level of beliefs about differentiated instruction. Fewer teachers practice differentiated
instruction, especially in the areas of assessment. There appears to be high levels of
interactions among teachers in the implementation of differentiated instruction. Future
staff developments should focus on ways to narrow the gap between beliefs and practice
as well as include teachers beyond the Columbia Union with and without the training.
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CHAPTER 1
INTRODUCTION
This study describes professional learning, differentiated instruction, and the
support methods used when differentiated instruction was newly implemented.
According to Knapp (2003), professional learning refers to “changes in the thinking,
knowledge, skills, and approaches to instruction that form practicing teacher’s
repertoire” (p. 112-113). Professional development and professional learning
opportunities are provided for educators to positively impact their teaching. In order for
these opportunities to be capitalized upon, the information and methods learned must be
utilized properly.
Background of the Problem
Stewart (2014) discussed the process of teacher learning and how it has
progressed through a “reform” movement over the past decade as the fundamental
belief links “high-quality professional development to higher-quality teaching and highquality teaching to student achievement” (p. 28). This movement has changed the way
we look at professional development.
Professional development, as it has been generally practiced, consisted mainly
of one-time workshops. Teachers who attended these workshops were given
information within a specific content area or teaching method and then they were
expected to go back to their classroom to implement their newly gained knowledge with
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their students. While they may have had all of the necessary information and materials,
they were not equipped with an arrangement for immediate feedback and support.
According to Taton (2015), “Consequently, the traditional approach to
professional development replicates problems with traditional approaches to teaching
and learning; - teachers inevitably became passive, disengaged, and struggled to apply
what is being taught to their classrooms” (p. 4). Therefore, it can be said according to
Taton (2015), that traditional, “professional development does not address the teacher’s
questions about their classrooms, or their students’ specific needs” (p. 4).
In the past decade, administrators have realized there has been a missing
component. Clark and Hollingsworth (2002) argued that it is imperative for teachers to
be continually involved in professional development programs as they are “active
learners” who individually shape their own professional growth through reflective
participation and practice (p. 948). Grierson (2011) discussed that while professional
development workshops and training are essential and necessary to obtain information,
content, and experience, it is likely another component is crucial in order for the
professional development content to become a reality in individual classrooms and in an
individual teacher’s repertoire.
Clark & Hollingsworth (2002) stated: “there is little doubt that supporting
teacher’s abilities to construct professional knowledge is critically important to
fostering educational improvement” (p. 5 as cited in Fullan, Hill & Crevola 2006). The
reform movement of this past decade of thought and practice has generated new
strategies and support methods in the field of education.
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Professional development has become connected with a model of training from
the “top-down.” According to Hargreaves (2014), this model of professional
development in-servicing is based on “the assumption that teachers need direct
instruction about how to improve their skills and master new strategies” (p. 7).
While professional development is necessary, most schools and districts have
recognized that teachers need to be engaged in authentic, valuable, learning experiences
which will enable the teachers to grow professionally and improve academic
instruction. When teachers buy into this position, there may be more cooperation and
desire to maintain high standards and further their individual practice and repertoire
after attending professional development training sessions.
Hargreaves (2014) discussed the cooperation of teachers when involved in
professional development. He urged, “ownership over compliance, conversation over
transmission, deep understanding over enacting rules and routines, and goal-directed
activity over content coverage” (p. 147). Enabling the teachers to have intentional
conversations with their colleagues regarding classroom practice and encouraging
support methods such as peer-coaching, self-reflection, and others, are important
professional learning methods for administrators to consider as on-going in the practice
of professional development.
Professional development and professional learning are two separate entities in
the field of education. (Gusky, 1994) stated that “research on professional development
in education is quite extensive. For the most part, however, this research has
documented the inadequacies of professional development” (p. 4). Current literature
highlights the reality of the shortcomings of professional development conducted
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without the informal process of professional learning. It needs to be understood that
professional learning is more than professional development.
Knapp (2003) viewed professional learning as a variety of activities which are
both formal and informal. These activities engaged teachers and administrators in
innovative learning about their profession. Beatrice Avalos (2011) notes:
Teacher professional learning is a complex process which requires cognitive
and emotional involvement of teachers individually and collectively, the
capacity and willingness to examine where each one stands in terms of
convictions and beliefs and the perusal and enactment of appropriate
alternatives for improvement or change. (p. 12)
Distinguishing between professional development and professional learning is key for
administrators as they provide opportunities for both of these essential training tools for
their teachers.
Directly applying knowledge and new practice techniques in the classroom and
allowing teachers to engage in critical inquiry through professional practice and part of
a professional learning community can lead teachers to “feel empowered, less isolated,
more effective, and more confident when implementing new strategies” (Grierson
(2011) p.7 as cited in Fullan, Hill, & Crevola (2006).
According to Fullan (2007) when teachers work with each other on problems in
their classrooms professional learning takes place. Collaboration, unstructured
voluntary opportunities, and learning in a professional learning community of teachers
would then be more effective to the growth of the teacher than participating in a
professional development one-day activity without any follow-up support or
collaboration. Thus, it may be understood that teachers who collaborate and are active
members of a professional learning community, would more positively affect the
students and their learning than those who lacked collaboration with colleagues.
4

According to Stewart (2014) “learning communities thrive well when all
participants are invested in the work they are doing” (p. 28). Intentionally creating
professional learning communities to work together on new learning techniques and
problems, as well as classroom practice, would be beneficial for administrators in
helping their teachers to be competent and confident in their practice.
If professional learning is fundamentally about teachers being trained, learning,
implementing new ideas into their classrooms, and collaborating with their peers, the
question may be asked, how do we know teachers are implementing these new ideas
with understanding and integrity? While a group of teachers may be trained
professionally in the same content and method, there are several factors which may
allow for differences between the curriculum or method design and the actual
implementation. According to Kauchak & Eggen (1993), these factors may be attributed
to teacher and student characteristics, motivation, curriculum content, time, and
resources (p. 20).
Educational leaders introduce ideas and methods to their teachers with the hope
that the implementation will result in increased learning among students. However,
successfully implementing new ideas and programs involves much more than training,
materials, and resources. One of the overlooked factors is the human element. People
are actually doing the work and each one will respond to a new idea and program with
their own set of beliefs and attitudes. Therefore, each individual will interpret the
implementation in somewhat of a different way.
There are various strategies used to foster professional learning. The strategy
used in this study to examine the advancement and progression of change in the
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implementation of a new method or curriculum in a classroom is the Concerns-Based
Adoption Model (CBAM). The CBAM model has been used extensively to examine the
advancement and progression of change, the concerns, levels of use and the perceptions
of teachers participating in professional development and professional learning
activities and classroom implementation. The CBAM model acknowledges that learning
brings change. Self-oriented questions such as “What is it?” and “How will it affect
me?” are asked. After these questions are addressed and resolved, more task-oriented
questions such as “How do I do it?”, “How can I use these materials more efficiently?”,
“How can I organize myself?” and “Why is it taking so much time?” emerge. Finally,
when all these concerns are largely resolved, the teacher can focus on impact. Teachers
may ask “Is this change working for my students?” and “Is there something that I could
do that would work better?” (Loucks-Horsley, 1996).
A component of the CBAM, an innovation configuration map (IC), is an
effective way to facilitate a change process within an educational setting. Hall and Hord
(Ceedar Center, 2011) recognized innovation configurations as the big picture of what
administrators who are implementing the change are visualizing. Individuals can look at
an IC so they can clearly see and understand what is expected.
According to the Appalachia Regional Educational Laboratory (2016), an IC
map answers the questions “What is the innovation?”, “How is it used?”, and “What
does it look like when implemented?” It provides a common language and “establishes
a continuum of acceptable and unacceptable variations of a practice” giving an idea of
what the innovation should look like before any implementation occurs.

6

An IC map will assist in moving from “less than ideal, to ideal” in the
implementation of an innovation (p. 50). An innovation configuration has been used
extensively to determine the extent to which educational professional development
procedures are implemented in different teaching methods, such as differentiated
instruction.
Differentiated instruction is not a new way of teaching. Dixon, Yssel,
McConnell & Hardin (2014) state:
Diversity in learning abilities, the idea that students learn differently from one
another, is not a new concept. One size does not fit all when instructing
students because they differ in a number of ways. To meet student needs,
teachers must adjust both curriculum and instruction for various groups of
students. (p. 112)
Even in classes where there is one grade, there are several different levels of academic
achievement, student interest, and learning needs. According to Latz, Neumester,
Adams, and Pierce (2009), most classrooms contain a group of students who perform
academically with a variety of grade levels; therefore, the teachers cannot always “teach
to the middle” and have academic success with all of their students.
Teaching with the differentiated instruction method is challenging and is often
supported with professional development and professional learning opportunities such
as one-day in-services, workshops as well as a variety of support methods such as peercoaching, self-reflection, and professional learning groups. In a study of teachers being
required to implement differentiated instruction, Jewett and MacPhee (2012) write:
They (the teachers) share their experiences, stories, tools, and methods, and
through these kinds of interactions, they learn how to do their work better. This
collaborative sharing of knowledge about teaching and learning- as well as the
ensuing questions that were generated- served as the core of the peer-coaching
experiences. (p. 106)
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In summary, professional development should lead to professional learning,
which includes support methods. Giving teachers support they need to acquire this
outcome is paramount in obtaining a program in which teachers are learning, engaging,
and stimulating their students with professional knowledge and professional practice.
One way for administrators to provide support to their teachers is to create a
professional learning environment, which will allow collaboration, reflection, peercoaching, and other support methods.
Context of the Study
According to Greenleaf (2005) Seventh-day Adventist (SDA) schools began in
the nineteenth century when the church was first being organized as a denomination. In
1853, the very first church school began in Buck’s Bridge, New York. Five families
sent their children to this school. It existed for only three years. However, during this
time, two other small church schools were organized in both Michigan and Vermont. It
became the norm to begin a church school with every Seventh-day Adventist church
that was opened. With the support of both the churches and the Seventh-day Adventist
Headquarters, there were 220 church schools connected with churches in North
America. Now there are over 8,800 SDA schools, colleges, and universities worldwide
(Adventist Archives-Educational Program, N.D.).
According to the 2018-2019 statistical data on the Adventist Archives website,
there are 712 elementary schools in North America. (Adventist Education-Statistics,
N.D.) The majority of these schools are considered “small” schools and have multiple
grade levels of students in each classroom. The term “multi-grade” is commonly
defined as a classroom where there is more than one grade level taught in the same
8

classroom by the same teacher. The teachers are responsible for teaching different
grades as well as various academic levels within each grade. Often the ability levels of
individual students cross-grades enabling the teachers to group them differently
according to their interests and their academic levels. Seventh-day Adventist classrooms
and curriculums also lend themselves to being able to teach to different learning styles
and preferences. This fits directly with the concept of differentiated instruction.
In the summer of 2013, the Columbia Union of Seventh-day Adventists began to
train their teachers in a series of three trainings of differentiated instruction. There were
three cohorts for a two-year, three-day per summer training for a combined total of 6
days of training for each participant. A total of 93 teachers completed the training. The
Columbia Union has not formally collected data on the understanding, implementation
and support methods following the training of the teachers in differentiated instruction.
This study explored three concepts: professional development, professional
learning, and support methods and how they relate to the differentiated instruction
training, beliefs, and practice of the teachers of the Columbia Union.
Statement of the Problem
Educational organizations spend valuable money on training teachers in bestpractice techniques. They often make assumptions that because the teachers have been
trained, they return to the classroom and implement the newly-learned strategies with
confidence. According to Birman, Desimone, Porter, and Garet (2000) the research on
teacher professional development is limited and there is “relatively little systematic
research about the effect of professional development on improving teaching or on
improving student outcomes” (p.6) after training events. However, teachers may
9

actually be frustrated, or they may not fully know how to implement the new material
into their current routines. They also may not feel comfortable with the material, or the
need for ongoing support when implementing new materials and strategies. Are
educational organizations using resources not just on training teachers, but also ensuring
the newly trained teachers are obtaining the support they need to be successful?
According to the research designed to understand the process of change in
teacher practice as a result of professional development experiences, Henry and Opfer
(2004) and Neville and Robinson (2003) discuss that there continues to be a lingering
notion that the practice of teachers is changed by professional development, yet it is not
clear what specifically influences the change. Also, according to Armour and Yelling
(2004), Desimone, Porter, Garet, Yoon, and Birman (2002) Garet, Porter, Desimone,
Birman, and Yoon (2001), Hiebert (1999), Birman et al. (2000) and Tolbert (2001) there
is not a lot of direct proof that has been linked to both teacher practices and student
learning that has been used to look at the success of professional development
opportunities.
Similarly, at the conclusion of the differentiated instruction training provided by
the Columbia Union of Seventh-day Adventists from 2013-2016, the teachers that were
trained did not have formal follow-up communications to report or to share their
experiences with implementing the newly learned method of instruction. It may not
have been clear to administrators if the teachers understood differentiated instruction, if
they actually implemented it into their classrooms, or how they may have felt during
this process.
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While there was a tremendous amount of money and resources spent on this
professional development endeavor, there was no research on how the training impacted
teacher professional development. In addition, there was no study on how differentiated
instruction was implemented into the classroom. Most importantly, there was no way of
identifying the type of support or assistance that was needed for a meaningful and
worthwhile training effort.
The Purpose of the Study
The purpose of this study is to describe how teachers of the Columbia Union of
Seventh-day Adventists implemented differentiated instruction in their classrooms after
completing the training. The purpose also is to determine if the teachers used any type
of on-going support during their implementation.
Research Questions
This study was guided by the following research questions:
1. How do teachers who have attended differentiated instruction workshops
describe their beliefs and practices concerning the use of differentiated
instruction in their classrooms?
2. How do their beliefs of differentiated instruction compare with their
classroom practices?
3. How do teachers report and describe various methods of support on their
implementation of differentiated instruction?
Research Design
This is a mixed-methods study that used data collected from teachers in the
Columbia Union who were in one of the cohorts of the two-year summer training of
11

differentiated instruction from 2013-2106. The ninety-three teachers who completed the
training were invited to complete the survey. There were fifty-three surveys returned.
A mixed-methods approach was chosen for this research as it gives a complete
understanding and picture of the beliefs and practices of differentiated instruction by
using both quantitative and qualitative data. Teddlie and Tashakkori (2003) state “a
mixed-methods approach is helpful in that one is able to conduct in-depth research and
it provides a more meaningful interpretation of the data being examined.”
Conceptual Framework
The conceptual framework for this study was built on teacher’s beliefs and
practices, professional development and professional learning, differentiated instruction,
which consists of the teacher differentiating content, process, and the assessment of the
curriculum being taught in the classroom, and support methods. Smylie (1988)
discusses that the beliefs of the teacher is the biggest predictor of the change of their
individual professional practice. According to Avalos (2011), the understanding of
professional development of teachers is about “teachers learning, learning how to learn,
and transforming their knowledge into practice for the benefit of student growth” (p.
10). Buxton, Allexsaht-Snider, Kayumova, Aghasaleh, Choi & Cohen (2015) discussed
that “while professional development, content, active learning, coherence, duration, and
collective participation” may “be necessary for effective teacher professional learning,
they are not sufficient to ensure enactment of professional learning goals” (p. 500).
Knapp (2003) claimed that professional learning may be defined as changes in
“one’s capacity for practice (i.e. changes in professional relevant thinking, knowledge,
skills, and habits of mind) and/or changes in the practice itself” (p. 113).
12

Differentiated instruction is an approach to instruction and curriculum that takes
into account student differences, strengths, and preferences. According to Tomlinson &
Jarvis (2009) “it provides a framework for responding to differences in student’s current
and developing levels of readiness, their learning profiles, and their interests, to
optimize the match between students and learning opportunities” (p. 113). When using
this method, teachers will differentiate the curriculum content, classroom process, and
student assessment to meet the individual needs of the students.
According to Dixon et al (2014) “teachers are the ones who take charge of these
modifications, and their skill in understanding the characteristics of student learning and
then using this knowledge in adapting lessons is paramount to success in this complex
process” (p. 113). It is the responsibility of the trained teacher, who understands the
characteristics of their students, to use their knowledge in adapting lessons in order to
use differentiated instruction to better the learning environment, process, and to provide
any adjustments to curriculum and content to meet the needs of individual students.
Implementing any new method, such as differentiated instruction, can be a
difficult, time-consuming endeavor. According to Dixon et al. (2014) “allowing
teachers to observe each other differentiate lessons, providing feedback to each other
after the observation, and giving time for them to collaborate on shared lessons also
provide reinforcement for actually practicing what they have learned” (p. 125). Joyce
and Showers (2002), reported that teachers benefit from this cycle of simulation,
practice, and feedback to enhance their own growth and development and enrich their
instruction (p. 2, 3). Stover, Kissel, Haag & Shoniker (2011) discussed that coaching
provides self-reflection, a form of professional learning, with a differentiated approach
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to meet the diverse needs of teachers (p. 498). Busher (1994) found that peer coaching
positively increased students’ perceptions of their teacher’s effectiveness (p. 3).
Another form of support is teacher self-reflection. There are many ways for a
teacher to perform self-reflection. These include, but are not limited to, videos, journals,
observation records, and artifacts. The type of self-reflection will vary from teacher to
teacher, but all will be helpful, if used properly, in the professional growth of the
teacher.
Definitions of Terms
The following terms and definitions provide clarity and context for this study:
Assessment: a product that reflects student understanding- tends to be tangible
e.g. report, test, brochure, PowerPoint, performance, etc.
Concerns-Based Adoption Model (CBAM): a model used to monitor and guide
the change process within education (Hall, Wallace, & Dossett, 1973). The CBAM
consists of three diagnostic tools: SoCQ, Levels of Use, and Innovation Configuration
Content: includes curriculum topics, concepts or themes which reflect standards
and presents facts and skills
Columbia Union Conference: an Adventist organization that provides
administrative leadership, governance and support services to eight Mid-Atlantic States
and their respective conferences for ministries, including education.
Differentiated Instruction: an approach of teaching where teachers proactively
plan varied approaches to what students need to learn, how they will learn it, or
how they will show what they have learned in order to increase the likelihood
that each student will learn as much as he or she can, as efficiently as possible.
(Tomlinson, 1999, p.5)
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Innovation Configuration: a tool used in this study that helped to identify the
understanding and fidelity of teachers using differentiated instruction in their
classrooms. It allows for deciphering observable behaviors and noted understanding of
concepts.
NAD: Abbreviation for North American Division, the sub-entity of the General
Conference of Seventh-day Adventists.
Peer Coaching: a “confidential process through which two or more professional
colleagues work together to reflect on current practices; expand, refine, and build new
skills; share ideas; teach one another; conduct classroom research; or solve problems in
the workplace” (Robbins, 1991, p.1).
Process: suggests how students make sense of and understand information and
ideas being studied; reflects specific student learning styles as well as their learning
preferences
Professional Development: Generally, a one-time workshop or training within a
specific content area or teaching method, attended by teachers to give them information
and then to return to their classroom to implement.
Professional Learning: “coherent, sustained, and evidence-based strategies that
improve educator effectiveness and student achievement, including job-embedded
coaching or other forms of assistance to support educator’s transfer of new knowledge
and skills to their work” (New Jersey Education, n.d.)
Professional Learning Community: “a place in which teachers and
administrators of a school continually seek and share learning and act on that learning”
(Astuto, Clark, Read, McGree, & Fernandez, 1993, p. 2)
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Self-Reflection:
involves thinking about and critically analyzing one’s actions with the goal of
improving one’s professional practice. Engaging in reflective practice requires
individuals to assume the perspective of an external observer in order to
identify the assumptions and feelings underlying their practice and then to
speculate about how these assumptions and feelings affect practice. (Imel,
1992, p. 2)
Seventh-day Adventist School:
Adventist education imparts more than academic knowledge. It fosters a
balanced development of the whole person spiritually, intellectually, physically
and socially. Its tune dimensions span eternity. It seeks to develop a life of faith
in God and respect for the dignity of all human beings; to build character akin
to that of the Creator; to nurture thinkers rather than mere reflectors of others'
thoughts; to promote loving service rather than selfish ambition; to ensure
maximum development of each individual's potential; and to embrace all that is
true, good, and beautiful. (Adventist Education-About, N.D.)
Delimitations
This study was delimited to Seventh-day Adventist elementary teachers in the
Columbia Union Conference who completed the training in the differentiated
instruction method of teaching. The information and data collected in this study
investigated only the teacher’s and the researcher’s perceptions of how they described
their beliefs and practices concerning the use of differentiated instruction in their
classroom and how they described methods of on-going support. It is also delimited to
the understanding of the researcher on the fidelity of implementation, as shown by the
innovative configuration.
Limitations
The limitations of this study were the participant’s willingness to participate in
the interviews. It was also limited by the ability of the participating teachers to reflect
and report accurately their thoughts on their differentiated instruction efforts. Some
teachers did not complete every question on the survey given by the researcher which
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limited accurate data and the interpretation of such data. An additional limitation would
be that the data collected in this study was self-reported from the teachers on their
practice and not personally observed by the researcher. Some educators may have been
prohibited from implementing a new method or to practice it with integrity due to not
understanding the method, time to prepare, or other various factors.
Another limitation could have been the inhibition of the individual teachers to
report negatively about the Columbia Union training as it is a relatively small group and
they may have had a fear of being identified.
Significance of the Study
This study is significant because it shows the beliefs and practices of teachers
who try to implement differentiated instruction following professional development
training. This study is also significant to show that ongoing support in various ways is
paramount for the success of teachers after professional development training. It will
contribute to the professional practices of educators and administrators in the Columbia
Union as well as other educational circles.
The study may also be significant in understanding how increased professional
learning of the teacher takes place in the classroom after professional learning
development trainings. The information gleaned from this study also gives school
administrators insight on how to reach and support their teachers in the best way
possible to improve instruction.
Summary
Chapter 1 provided an introduction, overview, context, and background of the
problem for the research study. It also explained the research questions as they related
17

to the problem and purpose. The key definitions relating to the study, the research
design and delimitations, and limitations are also included in Chapter 1. Chapter 2
includes a review of the literature on professional development and professional
learning, the concerns-based adoption model (CBAM), and professional support
methods. It also includes the differentiated instruction method of teaching as well as
implementation models.
The methodology of the research study is described in Chapter 3 including a
description of the interviews and data collection procedures. Chapter 4 discusses in
detail the analysis, themes and the overall results of the study. Chapter 5 describes the
results of the study with a discussion and analysis of the findings, including suggestions
and recommendations for further research in this field.

18

CHAPTER 2
LITERATURE REVIEW
Introduction
This literature review provided the framework and context for the study.
Professional development and professional learning were described in detail to set the
foundation for the basis of this research. Differentiated instruction is the method of
instruction the participants of this study were professionally trained in. Some theoretical
frameworks and the three main areas: content, process, and assessment, of differentiated
instruction were researched and explored.
The literature examined also focused on various support methods as a tool for
teachers implementing a new method in their classroom. Two components of the
CBAM model of the measurement of beliefs and attitudes of change, the innovation
configuration and the stages of concern, were also reviewed.
Professional Development and Learning
For many years educators have been encouraged, or even coerced, into
participating in various forms of training. It was expected that after the training, their
beliefs, as well as their practices, would change so that student achievement would
improve. There is some research showing that there is a relationship between beliefs
and practices. According to Good (1987), teacher’s beliefs are linked to student
performance. The beliefs of teachers are key forces in decisions that teachers make and
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actions that influence the achievement of their students. But what is that relationship,
and what kinds of professional development result in the professional practice that will
result in the needed changes in the classrooms? This section differentiates between
professional development and professional learning.
Professional Development
According to Desimone (2009), most professional development opportunities for
educators rely on a field expert to model and distribute the information and techniques
to the teachers. Generally, this is an in-service that takes place one time where the
participants receive the newest information and best-practice techniques. McLesky &
Waldron (2002) suggest that this method relies completely on the participants to then
implement their new knowledge, as well as practice the new techniques on their own.
This method of instruction does not take into account individual experience of the
teacher, prior knowledge, or the specific setting or subject matter. Instead, it assumes all
participants are on the same level of knowledge and will be returning to very
comparable classrooms with similar students.
Van Harpen (2015) discussed that professional learning is more than
professional development. She described seven standards that professional learning is
focused on. They include “learning communities, leadership, resources, data, learning
designs, implementation, and outcomes” (p.11). These standards provide a framework
for a “multi-dimensional working definition of professional growth opportunities, which
include seeking, accessing, and acquiring knowledge, skills, and dispositions for
effective and continuous self-improvement” (p. 11).
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These seven standards are described by Mizell, Hord, Killion & Hirsh (2011) as
professional learning that increased educator effectiveness and results for all students:
1. Learning Communities: “Occurs within learning communities committed to
continuous improvement, collective responsibility, and goal alignment.”
2. Resources: “Requires prioritizing, monitoring, and coordinating resources
for educator learning.”
3. Learning Designs: “Integrates theories, research, and models of human
learning to achieve its intended outcomes.”
4. Leadership: “Requires skillful leaders who develop capacity, advocate, and
create support systems for professional learning.”
5. Data: “Uses a variety of sources and types of student, educator, and system
data to plan, assess, and evaluate professional learning.”
6. Implementation: “Applies research on change and sustains support for the
implementation of professional learning for long-term change.”
7. Outcomes: “Aligns its outcomes with educator performance and student
curriculum standards” (p. 41)
Professional Learning
Knapp (2003) describes professional learning as “changes in the thinking,
knowledge, skills, and approaches to instruction that form practicing teacher’s or
administrator’s repertoire” (p. 112-113). Hirsch (2009) wrote that “improving
professional learning for educators is a crucial step in transforming schools and
improving academic achievement” (p. 3).
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Dixon et al. (2014) noted that professional learning opportunities should “not
only introduce the topic, but they should also allow teachers to practice the strategy in a
workshop setting in which the coach helps them write and review their own lessons,
assuring them of greater success in the classroom” (p. 114).
Joyce & Showers (2002) proposed that effective professional learning comprises
of continued modeling and practice, feedback from colleagues and administrators, as
well as reflection over a period of time. Roach (1996) discusses that professional
learning in education allows for problem solving where the teachers are able to
collaborate to identify resources and strategies that meet their students’ needs.
There is much research on what constructs meaningful and effective
professional learning qualities. Desimone (2009), discussed four powerful professional
learning qualities. The first quality examined is the need to be “individualized and
school-based.” Teachers learn best when they are applying and learning within their
own classrooms through “practice and self-reflection.” Problem-solving will focus
directly on the individual needs to the teachers and will provide ongoing support (p. 76).
The second professional learning quality is to “utilize coaching and other
follow-up procedures.” According to Desimone (2009), it is essential for professional
learning to engage teachers in observations, peer support, and ongoing meaningful
feedback in order to increase confidence in teachers (p. 76).
The third professional learning quality is to “engage in collaboration.” When
teachers meet regularly to discuss, plan and differentiate lessons, outcomes will allow
for professional growth as well as increased student achievement. According to
Kennedy & Shiel (2010) frequent meetings lead to “an open and collaborative
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atmosphere where teachers can feel safe to share their concerns and brainstorm freely
with their colleagues, which leads to practice that is more successful” (p. 376).
Finally, the fourth professional learning quality is to “embed practices into the
daily lives of teachers.” Successful collaboration is a process that requires ongoing
dialog, practice, and reflection. Cochran-Smith and Lytle (1999) state that “collecting
and analyzing data of daily life in schools is critical to professional development” (p.
22). This can take the form of various activities from as simple as a journal entry, to a
formal problem-solving session. The most important takeaway from the analyzation of
data is to look carefully at the “change process throughout the stages of
implementation” (p. 76).
According to Nishimura (2014), this form of intimate professional learning can
sometimes be daunting to teachers because they are used to being secluded in their own
personal classrooms; however, the positive results of peer coaching and colleague
collaboration can easily outweigh uncertainty. Desimone (2009) discusses “the most
powerful teacher learning and application occur inside individual teacher’s classrooms
through practice and self-reflection” (p. 76).
The staff at the Research and Development Center for Teacher Education at the
University of Texas at Austin began an investigation as to what actually would happen
when teachers were asked to “change their practices or adopt an innovation.” This
process resulted in the Concerns-Based Adoption Model (CBAM) (Hall et al., 1973).
This is now one of the widely-used models for change innovations.
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Concerns-Based Adoption Model (CBAM)
The concerns-based adoption model (CBAM) originated from a 1969 study by
Fuller and Case. Their study reviewed the satisfaction of teacher-education students for
teacher preparation, as well as a three-stage developmental model that was related to
their concerns. The CBAM system developed statements about their concerns as well as
being able to score those concerns. Fuller and Case (1969) could identify feelings and
perceptions using this system. After this study was complete, Hall (1974) used Fuller
and Cases’ (1969) concern levels into a scoring system manual.
The concerns-based adoption model (CBAM) provides a technique that allows
educational administrators and leaders to give individuals in a program or training,
supports which will allow for the best possible level of success. CBAM is the
measurement of beliefs and attitudes over a period of time instead of during a single
event. As discussed by (Anderson, 1977), the concerns-based adoption model (CBAM)
is a framework and methodology for the “measurement, description, and explanation”
of various phases of the implementation of instruction and curriculum innovation. There
are five assumptions of this model.
The first assumption is that change is a process, not an event that will take place
immediately. It takes three to five years to completely implement and make changes in
classroom practice.
Second, change is individual. When an institution wants to facilitate change, it
must first focus on the change of individual members. Different people have different
needs. If something is going to be fully implemented, the type of assistance and help
needed is going to vary depending on individuals and their specific needs.
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Third, change is extremely personal. Giving attention to the individual feelings
of individuals is crucial in influencing the successful implementation and overall
outcome of change. Often, personal concerns can be perceived as being resistant.
However, resistance to change is a natural phenomenon as individuals want and need to
know how something will affect them personally.
Fourth, as teachers progress through the stages their perceptions of capability
and level of skill will change regarding the innovation. As they begin to grow through
the process, assistance needs will also vary and need to be adjusted accordingly.
Finally, the fifth assumption is the facilitators of change must be available to
individuals, proceed systematically with regular and consistent assessment while
providing support (Hall & Loucks, 1978) (as cited by Tunks & Weller, 2009). This can
look like professional learning groups, coaching, formal observations, conversations, or
any other variety of assessment. The important factor is that it is consistent and
supportive to meet the needs of the individuals.
Three components of CBAM are considered diagnostic dimensions. They assist
in assessing and guiding the process of effective implementation of a new teaching
method. According to Hord, Stiegelbaur, Hall, & George (2006), they are:
(1) Innovation Configurations: An Innovation Configuration Map provides a
clear picture of what constitutes high-quality implementation. It serves as an
exemplar to guide and focus staff efforts.
(2) Stages of Concern: The Stages of Concern process, which includes a
questionnaire, interview, and open-ended statements, enables leaders to identify
staff members’ attitudes and beliefs toward a new program or initiative. With
this knowledge, leaders can take actions to address individuals’ specific
concerns.
(3) Levels of Use: The Levels of Use interview tool helps determine how well
staff, both individually and collectively, are using a program. Levels range
from nonuse to advanced use. When combined with the Innovation
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Configuration and first-hand observations, this information can help staff
effectively implement a new program. (p. 236)
When these components are used regularly, it helps determine problems or
issues teachers may have when implementing a new method. These tools will help
administrators or leaders problem-solve on how to help the teachers for the most
positive outcome. When individual comfort and competence increases, they can move
past their personal concerns to work towards achieving desired outcomes. Also, it needs
to be understood that the beliefs and practice of teachers influence each other. Beliefs
do not occur without practice and vice versa. According to Ertmer (2005), teacher
attitudes or beliefs are the dominant factors in innovation integration.
In the 1970s and 1980s, the innovation configuration component was developed
by researchers at the Research and Development Center for Teacher Education at the
University of Texas at Austin. “Since its development, researchers have tested CBAM
for reliability and validity” (Hord, et al., 2006). Currently, CBAM components are used
in educational, organizational, and research settings.
Various studies have been conducted using CBAM. A study by Roach,
Kratochwill & Frank (2009) used CBAM to support the implementation of researchbased practices. They found that evaluators “may be able to impact teacher’s
implementation and enhance the effectiveness of the teacher” (p. 317). They also found
that by “analyzing the innovation configuration map, evaluators might determine which
intervention components are being used successfully and which are being implemented
with less integrity” (p. 316).
From the earliest studies used to validate CBAM and its approach, to the most
recent, they all add insight, validity, and reliability to educational research. According
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to Hall, Dirksen, & George (2013) evaluators have found CBAM to be “an excellent
tool to support formative program evaluations” (p. 31). My study will contribute to the
existing literature on the use of CBAM in research on differentiated instruction by
focusing on the beliefs and perceptions of teachers and support methods they use.
Figure 1 shows the relationship between the components of CBAM.
The innovation configuration construct is one of the diagnostic dimensions of
CBAM. Administrators or leaders use this component of CBAM to develop and/or
analyze specific actions or behaviors related to the process or program. According to
Hord, et al., (2006), the Innovation Configuration Process “provides clear, specific, and
shared descriptions of what a new program or practice should look like; focuses on the
key components of a program or practice; describes variations for each component of a
new program in terms of the actions and behaviors that are ideal, acceptable, and
unacceptable; differs from rubrics in that innovation configurations describe rather than
rate a new practice; produces flexible documents that can change as the use of a new
program or practice matures; and helps teachers who are new to a school understand
program expectations.”
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Figure 1. A visual representation of the construct of an innovation configuration map.

Hall & George (2000) state that “IC mapping is an approach for assessing the
extent of implementation of a program” (p. 2). An IC map can be compared to a road
map as it shows different ways of getting from point A to point B. IC maps are useful in
a variety of situations including self-reflection, peer observation, staff development, and
evaluation personnel. According to (Hall & George, 2000) four of the most popular
applications for the innovation configuration (IC) map in education are: 1) SelfReflection, where teachers can review what has just been done in their classroom and
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self-assess by circling each component that has been completed. When this is complete,
they can look back and begin adding other components. 2) Guide Peer Observations,
this is when a colleague could use specific components, or the entire IC map depending
on the needs and what was discussed prior to the observation. After the observation, the
two would meet and discuss what had been observed using the IC map as a guide. 3)
Observational Guide, administrators, coaches and others who are expected to observe,
can use an IC map to focus on particular areas. An IC map can also guide to meaningful
feedback, and 4) Staff Diagnostic Tool: An IC map can be influential in deciding the
content of professional development and training.
An innovation configuration map will provide credible information regarding
current practice. It can be used as the validation for program or policy changes in
“teacher preparation and professional development programs at the district, state, and
university levels” (Ceedar Center, 2011). In short, the tool components of an innovation
configuration map are used to assist administrators, leaders, and researchers to
understand and assist in the process of implementing the new practice.
Professional Support
Peer-Coaching
Dixon et al. (2014) note that professional learning activities should not just
introduce the topic but should also permit the teachers to engage and practice the
strategy in a practice setting where the coach assists them while they write and review
their own lessons. This would assure them greater achievement in the classroom.
Little and Paul (2011) recommend that educators be allowed time to “discuss,
reflect on, and plan” for professional learning, and they expounded on the significance
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of sustainability teacher supports such as peer collaboration or mentor coaching. The
concept of teacher collegiality and collaboration is becoming widely recognized by staff
developers in the form of peer coaching. Peer coaching may help effect needed changes
in the school and stimulate greater productivity in the classroom and higher
achievement. According to Busher (1994), peer coaching programs do not evaluate the
teacher based on the observation. Instead, the observation is followed by constructive
feedback which is aimed at improving instructional techniques.
Typically, in a coaching model, coaches and teachers would engage in a cycle of
“demonstration, observation, and reflection” (Mraz, Algozzine, & Kissel, 2009).
Robbins (1991) defined peer coaching as a “confidential process through which two or
more professional colleagues work together to reflect on current practices; expand,
refine, and build new skills; share ideas; teach one another; conduct classroom research,
or solve problems in the workplace” (p. 1). Following this description, teachers would
have the opportunity to improve their professional practice.
According to Tschannen-Moran and Tschannen-Moran (2010), peer coaching
has become an integral part of professional development which leads to transformative
changes in the classroom. Peer coaching delivers a safe setting for the teachers to try
new strategies and skills while they reflect on and improve their practice (Kohler, Good,
Crilley, & Shearer, 2001).
Peer coaching should be centered on the individual teacher and their personal
strengths and goals. (Tschannen-Moran & Tschannen-Moran, 2011). In research
conducted by Shields (2007) the outcomes of peer-coaching include creating positive
support networks, opportunities for meaningful conferencing which impact and
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confirms both classroom instruction and management practices (p. 53-54). Showers &
Joyce (1996) indicate that “educators who participated in more intensive, sustained
professional development, such as peer-coaching, practiced new skills and strategies
more frequently and applied them more appropriately than did their counterparts who
worked alone to expand their repertories” (p. 14).
Teachers have different backgrounds, experiences, and needs. During coaching
conversations in which teachers reflect on their beliefs and attitudes, their teaching is
transformed. According to Stover, Kissel, Haag, and Shoniker (2011) in order for
meaningful transformation to happen, teachers need to have a say in their own learning.
Furthermore, a fundamental part of professional development is a relationship that
includes trust (Stover, et al., 2011). Stover, et al, indicate that the
process of constructing learning through ongoing interaction in the form of
discourse and reflection provides opportunities for collaboration. This
professional development stance frees teachers from their classrooms and
creates a learning environment where teachers have a stake in what they learn
themselves. With this approach, the teachers’ voices are heard and valued. (p.
500
Differentiated instruction coaching promotes a culture of ongoing learning for
the professional and will inspire teachers to be reflective, and to make changes in order
to be a more effective and engaged teacher with their students and with colleagues.
According to Bean, Belcastro, Hathaway, Risko, Rosemary & Roskos (2008), teachers
who work with coaches to improve their practice incorporate higher-level thinking
activities and questions, encourage active engagement from their students, and their
ability to differentiate instruction and instruction materials is increased.
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Professional Learning Communities
Astuto et al. (1993) define a professional learning community as “a place in
which teachers and administrators of a school continuously seek and share learning and
act on that learning” (p. 2). Professional learning communities have been used recently
in schools to assist the teachers and administrators in engaging teachers pedagogically
and to aid collaborative decisions about how to help their students achieve the goals set
for them (DuFour, 2004).
According to Mitchell (2013), “Professional learning communities are believed
to be necessary to sustain improvement in teacher practices” (p. 2). Extensive research
has been conducted on professional learning communities (DuFour, DuFour, Eaker, &
Many, 2006; Eaker, DuFour, & Eaker, 2006). According to Eaker (2002), “A school
cannot function as a professional learning community until its staff has grappled with
the questions that provide direction both for the school as an organization and
individuals with it” (p. 3).
Hord (1997) discusses that student learning increases when teachers engage in
authentic professional learning communities. Other benefits of professional learning
communities are the “reduction of isolation of teachers, increased commitment to the
mission and goals of the school, shared responsibilities, and collaborate professionally.
Overall, professional learning communities are a platform to cultivate professional
growth and student achievement” (p. 33).
Vygotsky (1980) proposes that “human learning is largely a social process.”
This social process is acutely applicable to professional learning communities in that
they emphasize collaboration as an essential avenue to increase the knowledge and
efficacy of teachers. Attard (2012) discusses that in professional learning communities,
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teachers learn from and with each other. Eventually, they will begin to see each other as
a community of teachers who emphasize the implementation of new ideas. They will
discuss and practice these ideas, observe, reflect and communicate with each other to
grow and build upon their individual strengths and capacities (p. 55).
A professional learning community (PLC) has been defined by Astuto et al.
(1993) as a “place in which teachers and administrators of a school continually seek and
share learning and act on that learning.” Oftentimes, schools use professional learning
communities to organize teachers into professional working groups.
According to Eaker (2002), there are three major themes used to develop the
conceptual framework for professional learning communities: (a) a foundation of
collaborative development that consists of shared mission, vision, values, and goals, (b)
collaborative teams that are working together for a common goal, and (c) a focus on
outcomes as proof of an assurance of continuous improvement. According to DuFour et
al. (2006), teachers are often asked to keep three general questions in mind: “What do
we want students to learn?”, “How will we know if they have learned it?”, and “What
are we going to do if they do not learn?”
It is important to understand that a crucial part of professional learning
communities is that there is not so much a focus on teaching, but of learning. It is
anticipated that all students have an elevated level of learning. Collaboration is a
significant aspect of professional learning communities. Without collaboration and
sharing among teachers, there will not be the needed time dedicated to discussing
important issues of learning (DuFour et al, 2006).
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In order for professional learning communities to be effective, teachers must
have a desire and willingness to change their professional practices. The combined
knowledge of professionals should be used to guide decisions, and all need to have an
open sense of new possibilities (DuFour et al., 2006).
Teachers will work together to accomplish goals set by the group. It may
become apparent that a particular teacher is more proficient in one area than others and
for that reason, this teacher would show the others how to improve their skill in this
teaching area. New strategies are not always the answer but creating conditions for
continuous improvement for student learning is always the goal (DuFour et al., 2006;
Hord, 2004; Schmoker, 2006; Stiggins, 2005).
In educational settings, professional learning communities will help teachers
better understand teaching practices and improve their overall teaching performances by
analyzing what students have and have not learned. In professional learning
communities, teaching practices are adjusted and modified to meet the needs of the
students (DuFour et al., 2006). Professional learning communities help connect the gap
between research and practice at the school level as they assist teachers to focus on
student learning.
Self-Reflection
According to Gusky (1986), change will occur when teachers are able to observe
their own practice. Teacher coaching can assist both change and professional growth.
Both the teacher and the coach “demonstrate, observe, reflect, and consider how
teaching decisions influence students” (p. 6). Teacher coaching should also be
differentiated so that the experience will be relevant to both the needs and interests of
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the teachers. Every teacher has their own teaching style, experiences, and knowledge
base to bring to their classroom.
Therefore, a “one-size-fits-all approach” to professional learning is not relevant
to the needs of each individual. Neither does it lead to maintainable change (Stover, et
al., 2011). Zeichner and Liston (1996) state:
If a teacher never questions the goals and the values that guide his or her work,
the context in which he or she teaches, or never examines his or her
assumptions, then it is our belief that this individual is not engaged in reflective
teaching. (p. 61)
According to Fattig & Taylor (2008), differentiated instruction is defined as a
reflective and responsive style of teaching. Differentiated instruction is “responsive”
teaching rather than a “one-size-fits-all” approach to teaching (Tomlinson & McTighe,
2006). When the teacher is able to reflect on their teaching and lessons, and then react
and respond by improving their practice, they will grow professionally, and their
students will benefit as well. These are characteristics of an engaged and reflective
teacher.
Differentiated Instruction
Teachers and administrators are always looking for best practices related to
differentiated instruction in order to respond to the different student needs and to
increase their achievement. According to Lawrence-Brown (2004), “if we are to
maximize achievement in general curriculum standards, we should increase our efforts
to differentiate instruction” (p. 47). For differentiated instruction inclusion to be
successful, all students should show academic improvement. Providing a range of
learning opportunities that lend to individual needs and interests of the students that will
challenge and give practice for success is a goal of differentiated instruction. Lawrence35

Brown (2004) state “All students benefit from the availability of a variety of methods
and supports and an appropriate balance of challenge & success” (p. 47).
“Differentiation provides a framework for responding to differences in student’s
current and developing levels of readiness, their learning profiles, and their interests, to
optimize the match between students and learning opportunities” (p. 56). The process of
differentiated instruction begins with activities which allow students to begin to think,
work and personalize the content. According to Dixon et al. (2014),
teachers who differentiate their instruction respond to learner needs in the way
content is presented, the way content is learned, and the way students respond
to content. All these adaptations are designed to meet the individual
characteristics of learners and to maximize their time in school. (p. 113)
According to Hall (2002), it is common knowledge that not all students are
alike. Differentiated instruction is based on the premise that instruction should vary and
be adapted to better meet the needs of diverse students in the classroom. It may be
believed by untrained individuals that differentiating instruction is merely giving
different assignments to students on individual levels. Hall (2009) notes that
differentiation is not about creating an individualized daily lesson plan for each and
every student. “Differentiated instruction means changing the pace, level, or kind of
instruction teachers provide in response to individual learners’ needs, styles, or
interests” (Heacox, 2002).
Therefore, a technique of teaching to a diverse group of students should be
implemented in each classroom with a teacher who is able to give instruction meeting
the individual learning needs and styles to advance learning for each student. The
greatest learning occurs when a student is challenged with material that is neither too
easy nor too difficult.
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Berliner and Biddle (1995) discuss that because classrooms have more than one
student, that there is already a wide-range of learning needs. Teachers may struggle to
give each individual student learning activities that is designed just for them. Not all
activities work the same for every student. Therefore, teachers need to adjust both the
curriculum as well as the activities and instruction for different groups of students
(Dixon et al., 2014).
Differentiation allows for diversity in assignments, products, and pacing which
gives students opportunities to work at their level of challenge and achieve their own
levels of success (Hall, 2009). Differentiated instruction can meet the needs of diverse
students by providing them with choices, so students can demonstrate their learning in
different ways (Chien, 2012).
According to Furry, Silverstein, Van Vieck (2010), the basic idea of
differentiated instruction is that in classrooms that have a greater variety of student
learning preferences, more individualized teaching may consequent in increased student
achievement. Torgenson (2008) urges teachers to emphasize these four key practices:
1, “increase the quality and consistency of the instruction in every classroom.”
2. “conduct timely and valid assessments.”
3. “use this data to improve school level and instructional planning”, and
4. “provide more intensive intervention to help struggling students catch up to
grade-level standards.”
Critical Elements of Differentiated Instruction
According to Tomlinson and Jarvis (2009), differentiation is an approach to
teaching which takes student differences into account in creating activities and
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instruction for each student to engage with to develop necessary skills. It is a method of
teaching where teachers proactively
plan varied approaches to what students need to learn, how they will learn it,
and/or how they will show what they have learned in order to increase the
likelihood that each student will learn as much as he or she can, as efficiently as
possible. (p.5).
There are several elements in the classroom in which teachers can differentiate
based on the individual student’s readiness, interest, or learning profile. These are (a)
Content, (b) Process, and (c) Assessment. Examples of differentiating content may be to
use materials at varying levels of readability, using different levels of spelling or
vocabulary lists, or using auditory or visual means. A teacher would also provide a
variety of resources and activities that address student interest, learning styles and their
prior knowledge. Tomlinson & McTighe (2006) state that “differentiated teaching
means a teacher is attuned to students’ varied learning needs…. and will make
modifications (to content) as to how students get access to important ideas and skills”
(p. 18).
Process differentiation may include using small groups for re-teaching
struggling learners or extension of skills for advanced learners. It could also be using
tiered activities in which students are working towards the same understanding and
skills, but have varying levels of support or challenge, interest centers, manipulatives or
other hands-on support, and allowing different lengths of time a student may need to
finish an assignment or to allow advanced learners to pursue an area in greater depth.
According to the Iris Center (2010) at Vanderbilt, “when teachers differentiate process,
they teach the same concept or skill to each student; however, the manner in which each
student makes sense of the topic or skill can vary” (p. 6). It can then be said that
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teachers should vary the activities the students use to master the skills and concepts of
the content being taught. “They can decide how best to do this by taking into account
their students’ readiness levels interests or learning profiles” (p. 6).
Grouping students is also an important part of the process segment of
differentiated instruction. Teachers should plan instruction so that all students spend
time working with a variety of peers. Sometimes they should work with mixedreadiness groups, similar interest groups, randomly, with the class as a whole and
sometimes with those who learn as they do. Using a variety of grouping strategies
allows students to see themselves “in a variety of contexts” and aides the teacher in
“auditioning” students in different settings with different peers and kinds of work
(Tomlinson, 1999).
According to Hall, Vue, Strangman, and Meyer (2004) “initial and on-going
assessment of student readiness and growth are essential” they go on to say that
“meaningful pre-assessment naturally leads to functional and successful differentiation”
(p. 7). According to Tomlinson (2001), the assessment portion can be differentiated by
giving students different opportunities to show what they have learned, rubrics which
extend the varied skill levels of the students and allowing students to create their own
assessments which contain required components (p. 13).
Assessment is a teaching tool not just to measure instruction, but to extend
teaching. Assessments may be formal or informal and can include a variety of
procedures, such as interviews, surveys, performance assessments to name a few. Hall
et al. (2004) state that “incorporating pre- and on-going assessments informs teachers so
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that they can better provide a menu of approaches choices, and scaffolds for the varying
needs of interests and abilities that exist in classrooms of diverse students” (p. 7).
In a study conducted by Ismaji & Imam-Morina (2018) differentiated instruction
provides opportunities for transitioning traditional knowledge to the active learning
process. The study shows that students prefer this form of learning and that it meets
their individual needs and learning styles. This type of quality teaching increases the
learner’s needs for “promotion of individual abilities in learning” which increases
overall student achievement (p. 216).
Implementation Models
There are several models, or frameworks of strategies teachers have used when
implementing differentiated instruction. These are briefly described to give the reader
the context of a paradigm, teachers may be working under when implementing
differentiated instruction in their classroom.
4MAT
The 4MAT Instructional Strategy is the use and practice of the learner’s “natural
learning cycle” in the classroom as defined by Bernice McCarthy (1996). There are four
parts to this cycle. First, the cycle begins with the knowledge and experience a student
has previously gained and can relate to. Second, it will then add new information or
understanding which is to be learned. Third, the student will manipulate the new
information and then take the newly learned material and apply it. The fourth and last
point in the cycle is where the learner builds a new base from which to relate
information and begin the cycle again.
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The 4MAT strategy, which is considered a natural cycle of learning, suggests
that “each learner is more comfortable at one of the four main phases in the cycle.”
(McCarthy, & Morris, 1998). According to McCarthy,
the Imaginative Learner perceives by feeling and processes by watching, the
Analytical 2 Learner perceives by thinking and processes by watching, the
Common-Sense Learner perceives by thinking and doing to process, and the
Dynamic Learner feels the way through for perceiving and processes actively
by doing. (McCarthy, 1996)
When teachers use the 4MAT system, they will plan their instruction for each of
the four learning preferences. Their plans will span several days on a given curriculum
topic. Some of the lessons will focus on mastery, will others will focus on the
understanding, personal involvement or synthesis. When this approach is used, each
learner is given the chance to approach the topic through their preferred method while
being able to strengthen weaker areas.
Gardner’s Multiple Intelligence Theory
In 1983 Howard Gardner argued that “reason, intelligence, logic, knowledge are
not synonymous” (p. 4). He suggested a view of intelligence that has integrated into
classrooms and instructional methods. The Theory of Multiple Intelligences (MI
Theory) broadens the concept of intelligence from simple mathematical and linguistic
approaches and ability to incorporate areas such as music, spatial relations, and
interpersonal knowledge.
According to Sternberg & Williams (1998), “A closer look at theories of
intelligence can provide a middle ground between the idea that there is a single way in
which minds work and the notion that every mind is unique” (p. 576). When trying to
understand the mind in a classroom, a theory such as Gardner’s Multiple Intelligences,
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can assist teachers in understanding and working with students that require different
strategies for instruction for understanding and mastery.
Howard Gardner also compiled a list of seven intelligences. He suggested that
all humans possess at least seven relatively different faculties. While each human
possesses all of the intelligences, the strength and weakness of each vary depending on
the individual.
The first intelligence is Logical-Mathematical, “which consists of the ability to
detect patterns, reason deductively and think logically” (Brualdi Timmins, 1996, p. 1).
Those who learn with this intelligence appreciate abstract relations. Many scientists,
accountants, and philosophers possess a strong Logical-Mathematical intelligence.
The second intelligence is Linguistic, “which involves having a mastery of
language. This intelligence includes the ability to effectively manipulate language to
express oneself. It also allows one to use language as a means to remember
information” (Brualdi Timmins, 1996, p. 1). The linguistic intelligence allows
individuals to make sense of the world and communicate through language. This
intelligence is often connected with scientific and mathematical thinking and typical
professions may include anyone in the field of writing (journalist, novelist, etc.) and
lawyers who need strong communication skills.
The third intelligence is Spatial. “This intelligence gives one the ability to
control and create mental images so they can then solve problems” (Brualdi Timmins,
1996, p. 1). It makes it possible for individuals to see information easily and to re-create
and transform this information from memory. Many artists, architects, designers, and
mechanics use their Spatial intelligence.
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The fourth intelligence is Musical, which uses the ability to recognize and use
musical pitches, tones, and rhythm. This intelligence allows one to compose, understand
and communicate through the gift of sound. Typically, composers, conductors, and
singers have a strong Musical intelligence.
The fifth intelligence is Bodily-Kinesthetic, “which is the ability to use one’s
mental abilities to coordinate their own body movements” (Brualdi Timmins, 1996, p.
1). Athletes, dancers, and actors use the intelligence of their physical body to create
products or solve problems.
Interpersonal is the sixth intelligence. This is the ability to both understand and
discern the feelings, as well as the intentions, of others. Teachers, politicians, and
salespeople often use their Interpersonal intelligence to recognize and make distinctions
about other people’s feelings and their intentions.
Finally, the seventh intelligence is Intrapersonal, which is “the ability to
understand your own personal feelings and motivations” (Brualdi Timmins, 1996, p. 1)
This helps individuals to separate their own feelings to make decisions about their lives
and to assist others as well. Therapists and religious leaders typically have a strong
Intrapersonal intelligence.
There are many differentiation strategies educators can use to include the
strengths of their students in their classrooms using the base of Gardner’s Multiple
Intelligence Theory. Some of these strategies are:
Stations: Setting up different areas in the classroom where students can work on
different tasks at the same time. Using stations will allow for flexible grouping and
interest/strength grouping, as not all students need to complete the tasks at each station.
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Compacting: When teachers assess students prior to a unit of study, the teachers
can easily plan activities for students, so they are not continuing to work on what they
already know.
Agendas: A personalized list of activities that students will complete in a
specified period of time. Some students will have similar activities, while others will be
dissimilar depending on strengths and interests.
Complex Instruction: This strategy using materials that are challenging, small
instructional groups and tasks that are open-ended. Teachers will rotate between groups
and be available to answer questions and probe the thinking of the students.
Orbital Studies: These are independent investigations that revolve around the
curriculum. Students are likely to select their own topics and work with the teacher for
guidance throughout the project.
Choice Boards: This strategy allows for work assignments to be placed in a
series of pockets, or on a chart. The students will choose activities from a particular
row. The teacher can target work students’ needs, yet each student is allowed choice.
According to Sternberg and Williams (1998) “The theory can become a
framework for thinking about the students we teach and how to teach them, helping
teachers become more reflective and explicit about the pedagogical choices they make”
(p. 576). When these instructional frameworks are considered and used when
implementing differentiated instruction in an elementary classroom, the results may
have a positive effect on student achievement and overall motivation for the individual
learners

44

Implications
There is a need for integrity of implementation of the professional learning
opportunities given to teachers during professional development trainings.
Administrators need to consider how they will evaluate the professional development
training as well as how they will use this additional information to increase teacher
professionalism and student achievement.
Summary of Literature
The purpose of this literature review has been to examine the research on
professional development, professional learning, the use of CBAM, differentiated
instruction, and teacher support. 4-MAT and Gardner’s Multiple Intelligence Theory
were described to give context of the framework of differentiated instruction. Peer
coaching, self-reflection, and professional learning communities were discussed as
examples of professional learning strategies.
This research will add to the existing literature on the use of CBAM by focusing
on the beliefs and practices of the teachers who took this professional development
training of differentiated instruction. In this study we will look to see if the teachers that
took the training believe what they were introduced to regarding differentiated
instruction at the training, and do they practice what they believe? It will be suggested
that teachers do not always practice what they believe.
The training was a professional development opportunity with the intent of
taking what they had learned back to their respective classrooms and school
communities. There the teachers would begin to implement their knowledge into a
professional learning experience, with self-reflection, collaboration and adjustments to
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their teaching practice to further develop their professional practice and ultimately
increase student achievement.
This study indicates that teachers may put some of their beliefs into practice, as
well as look at discrepancies between what teachers believe and what they actually
practice. Specific areas within differentiated instruction will be discussed to compare
the beliefs and practices. A discussion from the interviews will give insight as to what
teachers suggests would be beneficial for them after completing professional
development training and the expectation of implementing it successfully in their
classroom.
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CHAPTER 3
METHODOLOGY
Introduction
The primary purpose of this study was to describe how teachers in the Columbia
Union of Seventh-day Adventists implemented differentiated instruction in their
classrooms after completing the differentiated instruction training. This study provided
a deeper understanding of teacher’s individual understanding and beliefs of
differentiated instruction. It also examined how, and if, those beliefs carried over into
their practice and if they used any support methods during their initial implementation.
Research Design
This is a mixed method research design. I chose mixed methods for this research
as it was the best approach to answer the research questions in this study. Both
quantitative and qualitative research have strengths and weaknesses. While there may
be a perception that context and setting may not be shown in quantitative research
simply by taking a survey, or that biases may be present in a qualitative research study
and may not lend itself to statistical analysis (Ritchie, Lewis, Nicholls, & Ormston,
2013), I found both methods suitable for the approach to this study.
Using a mixed methods approach gives a complete picture and understanding of
the differentiated instruction method, the beliefs, and practices of the teachers, as well
as their feelings concerning this teaching approach and support methods.
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The quantitative section of this study has a survey of the beliefs and practices of
differentiated instruction. Creswell (2013) says this “provides a quantitative or numeric
description of trends, attitudes, or opinions of a population” (p. 145). This method
allows the researcher to obtain beliefs and reported practices to answer research
questions. The participants answer the questions anonymously and the data can be
collected quickly.
Creswell (2013) writes, “It (data collection) means gaining permissions,
conducting a good qualitative sampling strategy, developing means of recording
information both digitally and on paper, storing the data, and anticipating ethical issues
that may arise” (p.145). He also writes that the phases of collection intimately resemble
a “circle of interrelated activities. These activities” include “locating a site or individual,
gaining access and making rapport, sampling purposefully, collecting data, recording
information, exploring field issues, and storing data” (p.145).
The research questions below were used to guide the study:
1. How do teachers who have attended differentiated instruction workshops
describe their beliefs and practices concerning the use of differentiated
instruction in their classrooms?
2. How do their beliefs of differentiated instruction compare with their
classroom practices?
3. How do teachers report and describe various methods of support on their
implementation of differentiated instruction?
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Description of Training
In the summer of 2013, the Columbia Union of Seventh-day Adventists began
an initiative to train their teachers in a professional development opportunity of
differentiated instruction. There were three cohorts for a two-year, three-day per
summer training for a combined total of six days of training for each participant.
The teachers that participated in the training teach a span of students from PreK12th grade in a variety of subject areas across the curriculum. Some of these teachers
have a one-grade classroom, but the majority teach in a multi-grade classroom. A total
of 93 teachers completed the training. The Columbia Union has not formally collected
data on the understanding, implementation and support methods following the training
of the teachers in differentiated instruction.
This training consisted of the teachers meeting at the Columbia Union Office to
be instructed by a recognized expert in the field of differentiated instruction. The first
year of training included an overall picture of differentiated instruction—what it is, why
it is needed, methods to implement, and specific activities to include. The second year
of training was based on formative and summative assessments in a differentiated
classroom. Both years of training included lectures, hands-on activities, small group
discussions, participation, and “take-home” activities, and materials. The teachers were
given handouts and materials based on the training, to use, write notes on, and take back
to their classrooms to aid in planning and implementation.
The training began with understanding how learners and learning have changed
in the 21st century. More emphasis needs to be made in areas of making meaningful
connections and solving problems. Tomlinson (2004) says “a differentiated classroom
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provides different avenues for acquiring content, for thinking through or making sense
of ideas, and for solving problems” (p. 1).
Four principles of brain compatible learning were explored. Cash, Heacox,
Hollas, and Elliot (2009) discuss these principles. The first principle says, “For learning
to occur, students must feel safe and welcome in the learning environment.” This can
include student fears and anxieties whether it be personal or curriculum-related to create
brain-compatible conditions for learning (p. 81).
The second principle states “Learning requires stimulating and varied input.”
This means that the learner needs to be offered information that is interesting and
thought provoking. It must be varied in how we offer the information to students. They
will then be more likely to recall and remember the information (p. 84).
The third brain compatible learning principle states “Learning must be active
and meaningful.” The more movement and stimulating blood flow we allow in the
classroom, the more engaged the students will likely be. If the tasks are meaningful, the
students will want to be successful. Meaningful tasks also create neural connections to
prior knowledge, which will ensure a greater retention of material (p. 85).
The final learning principle is “Learning is based on the amount, accuracy,
effectiveness, and relevance of the feedback we offer to students.” The students will
learn best when they are provided specific and descriptive feedback that can help them
achieve success (p. 113).
Frameworks such as 4MAT and Gardner’s Multiple Intelligence Theory were
explored to help participants understand the importance of brain function and variety of
cognitive learning preferences. Ways to wake up the brain were introduced- moving vs.
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sitting, talking vs. listening, engagement vs. worksheets, writing vs. watching, different
vs. same, and images vs. words.
Numerous strategies were shared to assist teachers in differentiating all areas of
content, process, and assessment. Some of the general strategies for content are
“Different levels of text and supplemental resource materials: A range of materials and
resources appropriate to the range of students’ needs.”, “Flexible Pacing: Allowing
students the time necessary to become proficient in the content”, and “Flexible
Grouping: Grouping and re-grouping students based on academic need within the
content.” (Cash, et al., 2009, p. 82).
A sampling of the general strategies to differentiate process shared were “Varied
Learning Styles: Instructional strategies and activities that address the different ways
students take in information (Gardener’s Multiple Intelligences)”, “Tiered Activities:
Parallel activities varied based on interest, readiness, or learning style.”, and “Adjusted
Degrees of Sophistication: Students engage in activities that vary the degree of thinking
skills, creativity, problem solving or critical reasoning” (Cash, et al.,, 2009, p. 81).
Differentiating assessment strategies included a checklist, quiz, restating,
demonstration, drawing, sequencing, compare-contrast, write an opinion, and
predictions. These, or a myriad of other strategies, could be either a “quick-check” or a
planned culminating assessment, which may be facilitated by the teacher with options
for individual learners or groups (Cash, et al., 2009).
Tomlinson (2004) tells us that learning profiles include cognitive preferences
and learning modes. An individual’s learning profile is neither fixed nor singular.
Teachers can use learning profiles to help students know themselves as learners so they
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can approach learning tasks with confidence. It can also help students to understand that
brain changes and they can develop as thinkers and learners. Sternberg (2011) suggests
that “learning happens best when students are exposed to all kinds of cognitive
preferences and modes.”
The teachers that took the differentiated instruction training at the Columbia
Union were fully trained in the best practice techniques and framework for
differentiated instruction. The trained teachers had the research-based knowledge and
the experience of the training to assist them in understanding how their students learned.
They also had ideas of varied approaches to use when teaching and implementing
differentiated instruction in their classrooms.
Data Collection
For this research, I collected two different types of data; (a) quantitative data - a
survey collecting information about the teacher’s beliefs and practices, and (b)
qualitative data - interviews from the teachers in the field to best answer the research
questions. The data collection process is described in more detail under each particular
type of data below.
According to Creswell (2013) “it is thought that the combination of quantitative
and qualitative methods presents a more enhanced insight into the research problems
and questions than using one of the methods independently” (p. 113). Creswell (2003)
also says a sequential mixed-method design is “characterized by the collection and
analysis of quantitative data followed by a collection and analysis of qualitative data”
(p. 211). Using the survey based on the 2008-2009 innovation configuration of
differentiated instruction of the Connecticut Study by Kirner & Bennet, I used the data
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and analysis to initiate a collection of qualitative results to assist in interpreting the
findings of the interviews.
The innovation configuration developed by the Connecticut State Education
Resource Center (see Appendix C) was used in both the quantitative and qualitative data
collections. According to Hall et al. (2013), an innovation configuration process
specifies clearly the shared descriptions of what a new practice, technique or program
should look like. It emphasizes the major components of the practice or technique, and
describes what it should look like.
Innovation Configuration
The innovation configuration component of the Concerns-Based Adoption
Model was developed by researchers in the 1970s and 1980s. It was developed at the
Research and Development Center for Teacher Education at the University of Texas at
Austin. Researchers have been testing CBAM for reliability and validity since its
development. In 2006, the innovation configuration component was reorganized to
verify accurateness. The innovation configuration is a common tool used in educational
settings to help administrators and leaders understand, monitor, and guide the process of
implementing new practices (Hord, Stiegelbauer, Hall, & George, 2006).
The innovation configuration defines ways one would implement an innovation.
It will include the different components and the variations of their innovations.
Teachers, as well as leaders, use the innovation configuration as a guide as they move
toward developing skill with a specific innovation. It also can serve as a reflective tool
in discussing progress, be used as an evaluation tool for practice or a program.
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The innovation configuration for differentiated instruction created by the
Connecticut State Education Research Education Center was used to study the fidelity
and integrity to which teachers are implementing this teaching method.
The Connecticut Innovation Configuration for differentiated instruction was
developed and validated as a credible source prior to this research study. The
Connecticut Innovation Configuration displayed 16 categories of differentiated
instruction on a three- or four-point scale to measure the fidelity of teacher practices in
differentiated instruction implementation (Kirner, Henley, Bennet, & Stokes, 2009).
These 16 categories may be divided into the three sub-categories of the
differentiated instruction teaching practice of content, process, and assessment. The
“content” sub-category includes alignment of content, product alternatives, resource
alternatives, differentiation of content, and resources. Next, the “product” sub-category
includes introduction, product choice, grouping alternatives, grouping strategies,
teaching strategies, learning activities, products, and time. Finally, the sub-category of
“assessment” includes pre-assessments, analysis of pre-assessment data and assessments
(formative and summative).
These same categories were used in this research study. Using these categories,
the survey and interview questions were designed to collect the information which
examined the beliefs and practices of teachers who implemented differentiated
instruction after completing the training of the Columbia Union.
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Quantitative
Convenience Sample
The population used in this research are the ninety-three Seventh-day Adventist
teachers in the Columbia Union who completed the differentiated instruction training.
The survey was sent via e-mail to each of the ninety-three participants who completed
the training. Fifty-four participants returned the survey giving a 58% return rate. These
returned surveys were used to complete this research. The survey questions were
quantitatively analyzed and the teachers willing to be interviewed, as indicated on the
survey, were contacted to set up an interview to obtain qualitative data.
Quantitative Data Collection
The first part of the study was a survey I developed based on the 2008-2009
innovation configuration of differentiated instruction of the Connecticut Study by
Kirner & Bennett (see Appendix C). The innovation configuration map was used to
determine the extent to which the various components of differentiated instruction had
been implemented. The components were broken down into a belief statement with a
corresponding practice statement. A chart was constructed (see Appendix D) to show
the connection of the Connecticut Study statements with the belief and practice
statements used in the survey. The belief and practice statements were divided into two
distinct sections on the survey.
A Survey Monkey online survey was used to obtain data regarding the beliefs
and understanding of differentiated instruction and the extent of practice as it is being
used in the classroom by the classroom teacher. The survey was sent out to all teachers
who completed the training via e-mail with addresses provided by the Columbia Union
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Office of Education. The participants were given two weeks to complete the survey
with a reminder e-mail sent one week into the allotted time.
The survey, which was aligned with the Connecticut Innovation Configuration,
presented self-reported information from the teachers concerning their beliefs and
practices of differentiated instruction.
The survey was divided into two distinct sections. The first section asked the
survey participants about their beliefs on differentiated instruction after completing the
training. The second section asked them about their current practice of implementing
differentiated instruction in their classroom.
The belief section was based on a 4-point scale as follows:
1. Strongly Disagree
2. Disagree
3. Agree
4. Strongly Agree
The practice section was based on the following 5-point scale:
1. Never
2. Less than once per month
3. 1-2 times per month
4. 1-2 times per week
5. 3-5 times per week
Each survey question was directly aligned to the innovative configuration of the
Connecticut study of differentiated instruction and is either a question related to the
“process”, “content”, or “assessment” areas of differentiated instruction. The Innovation
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Configuration/Beliefs/Practice Relationship Chart shows the relationship of the
reference from the innovation configuration, the survey belief questions, and the survey
practice questions (see Appendix D).
Quantitative Data Analysis
Descriptive statistics from the survey reveal the beliefs and understanding of
differentiated instruction in the participants of this study. A Chi-Square test was
performed to compare the beliefs and practice of the participants who attended
differentiated instruction training.
There were three negative belief statements on the survey that needed to be
reverse-coded, or the numerical scoring scale was run in the opposite direction, to
ensure the data revealed an accurate analysis.
All of the belief and practice statements on the survey were organized and
labeled on the tables with more specific and individual categories within content,
process and assessment. These groups were based on integral components of
differentiated instruction. This was done for both organization and ease of
understanding. In the content area, the groups are alignment of content, differentiation
of content, product alternatives, resource alternatives, and resources. In process, the
groups were broken down into grouping, grouping alternatives, introduction, learning
activities, product choice, products, teaching strategies, and time. The assessment area
categories are analysis of pre-assessments, assessments, and pre-assessments.
I organized and analyzed all of the data and compared the reported beliefs as
they related to the self-reported practice of the teachers in their implementation of
differentiated instruction. Fidelity of teacher practice was analyzed and guided by these
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categories derived from the Innovative Configuration of the Connecticut study of
differentiated instruction.
Reliability
Reliability is the length to which research findings can be duplicated. Yin (2014)
discusses that when data is collected, the results must make sense and are both
consistent and dependable. Yin (2014) states “readability, credibility, and confirmability
all matter” (p. 192). The Cronbach’s !lpha test was run to determine the internal
consistency of the survey instrument. The result was .954, which is an excellent score,
meaning the reliability of the instrument used was sound.
Qualitative
Purposeful Sample
The second part of the study were interviews of teachers who volunteered on the
survey to participate in the interviews. The interviews were used to gather additional
information from teachers who had indicated their involvement in using on-going
supports to enhance their implementation of differentiated instruction. The researcher
determined individuals who were willing to be interviewed by their indication of
willingness on the survey.
Qualitative Data Collection
The qualitative data included interviews with eight teachers and an analysis of
the responses collected. Participants who indicated their willingness to participate were
interviewed to learn more about their beliefs and practices of differentiated instruction
as well as their thoughts on the training and ideas for continued support.
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Four participants had face-to-face interviews and the other four participated with
Zoom. The teachers were interviewed using the questions in Appendix B to try to gain a
picture of their belief of differentiated instruction, their experience implementing it into
their classroom, as well as what support methods they may have used. I also was
interested in their views on what would be helpful to share with administrators
regarding the training, their experience with implementation, and on-going support.
Qualitative Data Analysis
Qualitative studies are flexible and allow for freedom and choice in the research
process. Qualitative research also allows the researcher “flexibility to probe initial
participant responses” (Mack, 2005).
After the interviews were complete, they were transcribed and coded by pulling
out key words that related to the categories of the differentiated instruction innovation
configuration. Similar statements and words were assigned to the categories of the
innovation configuration of differentiated instruction to assist the researcher in aligning
the information.
The qualitative data analysis was conducted by identifying shared themes,
patterns, characteristics and indicators present on the innovation configuration map and
in the interviews. Coding of the transcribed interviews was completed by matching
similar themes such as strategies, assessments, time, and collaboration. These codes
were used to recognize noteworthy data that matched the categories of the innovation
configuration categories of differentiated instruction. The data gathered would then be
connected to the appropriate research question.
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Trustworthiness of Qualitative Data
Creswell (2012) used the terms “credibility, dependability, conformability, and
transferability, arguing that the trustworthiness of qualitative research should be
assessed differently from quantitative research” (p. 125). Credibility is established by
using techniques that raise the possibility of credible results. The length of time of the
data collection, the observation of a sufficient number of classrooms as to differentiate
the relevant from the irrelevant, and the triangulation of data all contribute to the
credibility of a qualitative study. Credibility in this study was accomplished using
consistent discussions, interviews, and feedback from the teachers involved in the
research.
To have trustworthiness in a research project you should also have
confirmability. Creswell (2012) writes “the findings are the result of the research, rather
than an outcome of the biases and subjectivity of the researcher” (p. 126).
Transferability allows someone to recreate the study. Through the rich
description of the study, one can imagine the setting and the feelings described.
Transferability was achieved by a detailed and descriptive narrative that tells the stories
of teachers and their experience with their implementation of differentiated instruction
in their classroom.
Creswell (2012) writes “qualitative research usually does not cover enough of an
expanse of subjects and experiences to provide a reasonable degree of reliability” (p.
125). According to Creswell (2012):
The more important question becomes one of whether the findings are
consistent and dependable with the data collected. As the researchers
understood it, in qualitative research the goal is not to eliminate inconsistencies
but to ensure that the researcher understands when they occur. Thus, it becomes
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incumbent on the researcher to document her procedures and demonstrate that
coding schemes and categories have been used consistently. (p. 126)
Consistency in this research project provides the dependability of the research.
The elements in the coding of data gleaned from the interviews, discussions, and
response sheets are be arranged in a consistent and reliable manner. Reliable and
consistent methods collecting data from the surveys and innovation configuration will
contribute to the trustworthiness of this study.
Generalizability of Qualitative Data
There are no two circumstances in which the situation is identical; therefore,
generalization must happen. The reader can make connections that tie similarities to
their own setting, experiences, and expertise. This study can be used as a resource to
guide their thought process in regard to professional learning, differentiated instruction,
and support methods.
By looking for patterns, and applying them to individual context, and
experiences, generalizations can be made. According to Eisner (1991), when we look
for and find a pattern, we learn to generalize and realize the pattern can be trusted (p.
201).
Ethical Issues
Andrews University IRB approval was obtained. Pseudonyms were used, and all
personal information of participating teachers were kept confidential. Personal views,
descriptions, and survey results were not shared or tied to the participants in any way.
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CHAPTER 4
RESULTS
Introduction
The purpose of this mixed-method study was to describe how teachers
understand and implement differentiated instruction after completing two three-day
intensive training workshops on differentiated instruction at the Columbia Union
Conference Office under an expert in the field of differentiated instruction. It also
looked at support methods that may have been used by the teachers during the initial
implementation.
It was the belief of the researcher that a better understanding of what the
participants took away from the workshop, how they implemented differentiated
instruction and what support methods, if any, would give insight to administrators at the
local, conference, and union levels to assist their teachers in implementing new ideas
and strategies effectively after a workshop, as well as ensuring needed support. This
chapter presents the findings obtained from eight interviews as well as the results from
54 surveys. The results are grouped by categories in each area of content, process, and
assessment in both the belief and practice tables.
Participant Characteristics
The participants of this study were all K-12 teachers who completed the twoyear (6 total days) training of differentiated instruction at the Columbia Union
Conference Office. The interviews included 3 males and 5 females who taught from
grades K-12. The surveys included 12 males and 41 females, as well as one who
62

abstained from answering gender, for a total of 54 teachers with 1-35 years of teaching
experience in grades K-12. Table 1 displays the demographic characteristics of the
participants in the study.

Table 1
Demographic Characteristics of Participants (n = 54)
Variable
Gender
Male
Female
Teaching Experience (yrs.)
1-5
6-10
11-15
16-20
21-25
26-30
>35
Grade Level Taught
K-2
3-5
6-8
9-12

N

%

13
40

24.1
74.1

8
6
8
7
9
5
6

14.8
11.1
14.8
13.0
16.7
0.3
11.1

9
17
14
14

16.7
31.5
25.9
25.9

*% percentages may not add up to 100% due to no response to question on survey
Research Question 1
How do teachers who have attended differentiated instruction workshops
describe their beliefs and practices concerning the use of differentiated instruction in
their classrooms?
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Beliefs
Belief item statistics (mean, standard deviation, and percent of participants who
agree and strongly agree) are reported in Table 2 for Content, Table 3 for Process, and
Table 4 for Assessment. Belief items were scaled along a 4-point Likert scale (1 strongly disagree, 2 - disagree, 3 - agree, and 4 - strongly agree). Thus, for the purpose
of this study, items with means of approximately 3.0 indicate that teachers believe those
statements of differentiated instruction.
After conducting eight interviews with both male and female teachers, teaching
a span of Kindergarten through twelfth grade, there were several common findings
concerning content, process, and assessment beliefs and practices. These findings are
discussed after each quantitative analysis for the areas of content, process, and
assessment.
Content Beliefs
This section discusses the findings in relationship to content beliefs. These
beliefs may refer to using materials at varying levels of readability, providing a variety
of resources that address student interest and learning styles, or modifying content to
match learning rates. First, the quantitative results from the survey will be discussed,
followed by the qualitative findings from the interviews.
Quantitative findings
Table 2 shows belief statements in the content area of differentiated instruction.
Using the criteria stipulated earlier, it is apparent that the majority of the teachers
believe nine of the eleven content statements of differentiated instruction. The
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Table 2
Content Area Survey Belief Statements
Category

Belief Statements

N

M

SD

*%

Alignment of
Content

There should be clearly stated learning objectives

53

3.58

0.50

100.0

It is important that learning objectives be aligned
with NAD standards

53

3.28

0.63

94.3

It is important to match students to assignments
appropriate to their learning rates

52

3.08

0.33

98.1

It is important to adjust content to meet each
individual students’ prior knowledge

53

2.62

0.66

60.4

There should be alternative activities to
accommodate the range of student learning styles
in a classroom.
There should be alternative activities to
accommodate the range of student interests in the
classroom
Teachers should use resources that vary in
complexity

53

3.34

0.48

100.0

45

3.20

0.73

92.6

53

3.30

0.46

100.0

Teachers should provide resources that vary in
familiarity

53

3.25

0.43

100.0

It is imperative that teachers provide resources
that vary in abstractness

53

2.89

0.64

73.6

It is important to provide a variety of resources
that address the full range of student learning
styles
It is important to provide a variety of resources
that address the full range of student interests

52

3.25

0.52

96.2

52

3.13

0.53

92.3

Differentiation of
Content

Product
Alternatives

Resources

Resource
Alternatives

* % of respondents who agree/strongly agree

percentage column indicates the percentage of teachers that agree/strongly agree with
each statement.
In the alignment of content category, the teachers who have been trained in
differentiated instruction believe both of the statements. They believe that there should
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be clear statements of learning objectives (M = 3.58, SD = 0.50) and that it is important
that learning objectives be aligned with NAD standards (M = 3.28, SD = 0.63).
In the next category, differentiation of content, the teachers believe it is
important to match students to assignments appropriate to their learning rates (M = 3.08,
SD = 0.33). Only about 60% of the teachers tended to believe the statement that it is
important to adjust content to meet each individual students’ prior knowledge (M =
2.62, SD = 0.66).
Both of the statements in the product alternative category had a high percentage
of teachers reporting their belief of the statements alternative activities to accommodate
both the range of student learning styles (M = 3.34, SD = 0.48) and student interest (M =
3.20, SD = 0.73).
The teachers reported they believed two of the three the statements in the
resources category. The teachers report their high belief that their resources should vary
in complexity (M = 3.30, SD = 0.46) as well as familiarity (M = 3.25, SD = 0.43).
Regarding the third statement, 73.6% of the teachers tended to not agree that it is
imperative that teachers provide resources that vary in abstractness (M = 2.89, SD =
0.64).
The final category in the content area is resource alternatives. The teachers
report their belief of both statements regarding providing a variety of resources that
address the full range of student learning styles (M = 3.25, SD = 0.52) and the full range
of student interests (M = 3.13, SD = 0.53).
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Qualitative findings
Consistent belief findings in the interviews directly corresponded with the
survey content belief data. The survey data, as well as the results from the interviews,
showed that the teachers agreed/strongly agreed that assignments should be matched to
students’ learning rates, alternative activities to accommodate that range of student
interests and learning styles should be incorporated, resources should vary in
complexity and familiarity, and that a variety of resources that address the full range of
student learning styles and interests should be used.
When interviewing teachers, the topic of validation, or confidence, in what they
were already doing regarding using alternative activities and a variety of resources
emerged. Connie stated that the training helped her to “recognize there (were) basic
principles that (she) was already using.” These principles were her beliefs of what good
teaching should be and made sense to her as she worked with her individual students.
Connie shared that she would try to give assignments to her students in ways which
would interest them in both their learning preferences as well as topics they enjoyed
whenever possible. She shared she would intentionally take the time to learn about her
students, their families, what they enjoyed reading about, hobbies, places they visited
(or wanted to visit) etc. and try to use these pieces of information when planning
learning experiences for her students.
After the training, Kathy believed she needed to find additional ways to “meet
them more using Gardner’s Intelligences” corresponding with the overall belief of the
teachers that resources need to be incorporated that address the full range of student
learning styles and interests. Teaching in a one-room, multi-grade school with six grade
levels, Kathy also realized to a different level of understanding, that her students could
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indeed study the same content, yet their activities and assignments could be more
appropriate to their learning rates by using different resources that varied in complexity
for different students. Before the training, while Kathy gave different assignments, she
often just had the younger students “helping” the older ones with major projects. While
this allowed for some learning to take place, the training showed her that more learning
might happen if she allowed each age group of students to complete their own projects
some of the time and incorporate the different learning styles and interests in their
assignments. She was excited about integrating this idea into her classroom and
immediately “began thinking of ways to incorporate this way of thinking and planning.”
Prior to the training, Harold felt like he had to stay “true” to the textbook. The
training validated his desire to use it more as a resource and seek alternative resources
and activities to enhance his teaching, as well as use activities to accommodate student
interest and learning styles. Harold shared he would use online resources, visit
bookstores, and just use ideas from previous experiences, as well as use suggestions
from the students when planning for lessons. He stated that “I was able to take the
material and present it in a way that was good for each of the individual students.”
Harold also shared that the training “gave him the confidence that (he) was doing better
for the students” by differentiating the content of assignments.
Content belief summary
The teachers reported their strong belief (92% or above) of the majority of the
statements in all five categories of the content area. The teachers agreed/strongly agreed
with nine out of eleven of the statements. The two statements with lower percentages of
belief were in the differentiation of content (60.4%) and resources (73.6%) categories.
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In addition, the teachers who were interviewed agreed with the beliefs that
teachers should differentiate alignment of content and use of resources in a variety of
ways. These ways range from learning rates, student interests, learning styles,
complexity, and familiarity.
Process Beliefs
This section discusses the findings in relationship to process beliefs. These
beliefs may refer to the grouping of students, how a concept or skill is taught to an
individual student based on learning profiles, rates or readiness levels, or pacing of
assignments. Again, the quantitative results from the surveys will be discussed first,
followed by the findings from the interviews.
Quantitative findings
Table 3 shows the belief statements in the process area of differentiated
instruction. The majority of the teachers reported they agreed with nineteen of the
twenty-two process belief statements.
The teachers who have been trained in differentiated instruction believe three of
the six grouping category statements. They believe it is important to use a variety of
grouping strategies (M = 3.53, SD = 0.54). The also agreed with the statements grouping
students homogeneously by interest may increase motivation (M = 2.96, SD = 0.59) and
grouping students randomly may increase social skills (M = 2.96, SD = 0.55).
Approximately one-half to three-fourths of the teachers tended to not agree with the
final three statements in the grouping category. These statements are grouping students
heterogeneously may increase achievement and social skills (M = 2.84, SD = 0.54), it is
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Table 3
Process Belief Statements
Categories

Belief Statements

N

M

SD

*%

Grouping
Alternatives

It is important to use a variety of grouping
strategies

453

3.53

0.54

98.1

Grouping students homogeneously by interest
may increase motivation

53

2.96

0.59

84.9

Grouping students randomly may increase social
skills

53

2.96

0.55

83.0

Grouping students heterogeneously may increase
achievement and social skills

51

2.84

0.54

76.5

It is important to group students according to
learning styles

53

2.64

0.65

54.7

Teachers should group students according to their
interests

53

2.58

0.60

56.6

It is important that lesson introductions engage
the students

54

3.57

0.60

98.1

Lesson introductions should communicate
learning objectives

52

3.37

0.60

94.2

Lesson introductions should be relevant to the
students

53

3.36

0.48

100.0

Lesson introductions should connect with
students’ prior knowledge

52

3.17

0.79

84.6

Critical thinking skills should be incorporated
into learning activities

52

3.50

0.61

98.1

Learning activities should be adjusted to address
students’ learning rates

52

3.10

0.36

98.1

Learning activities should be adjusted to address
students’ prior knowledge

52

2.92

0.56

80.8

Products

Teachers should design assignments that result in
products that vary in complexity

52

3.13

0.53

92.3

Product Choice

Teachers should provide opportunities for
students to choose their learning activities

53

3.17

0.47

96.2

Introduction

Learning Activities
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Table 3—Continued
Categories

Belief Statements

N

M

SD

*%

Teaching Strategies

It is necessary that teachers adjust instructional
methods to align with students’ skills

51

3.29

0.54

96.1

It is important that teachers adjust pacing to align
with students’ learning rates

52

3.27

0.66

88.5

Teachers should adjust instructional methods to
align with students’ learning rate

52

3.23

0.51

96.2

It is important that teachers adjust instructional
methods to align with students’ prior knowledge

53

3.21

0.57

92.5

It is important that teachers adjust pacing to align
with students’ skills

51

3.00

0.72

82.4

Teachers should adjust pacing to align with
students’ prior knowledge

51

2.96

0.49

86.3

Students should complete their assignments at the
same time

52

1.96

0.74

17.3

Time

* % of respondents who agree/strongly agree

important to group students according to learning styles (M = 2.64, SD = 0.65), and
teachers should group students according to their interests (M = 2.58, SD = 0.60).
In the introduction category, the survey results showed that the teachers
agreed/strongly agreed with all four of the statements. They believe it is important that
lesson introductions engage the students (M = 3.57, SD = 0.60), communicate learning
objectives (M = 3.37, SD = 0.60), are relevant to the students (M = 3.36, SD = 0.48), and
should connect with students’ prior knowledge (M = 3.17, SD = 0.79).
All three of the statements in the learning activity category resulted in means of
approximately 3.0 which indicates the teachers agree/strongly agree with them. These
statements are critical thinking skills should be incorporated into learning activities (M
= 3.50, SD = 0.61), learning activities should be adjusted to address students’ learning
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rates (M = 3.10, SD = 0.36), and learning objectives should be adjusted to address
students’ prior knowledge (M = 2.92, SD = 0.56).
They also indicated they believed both of the statements concerning products
and product choice. The first statement being that teachers should design assessments
that result in products that vary in complexity (M = 3.13, SD = 0.53) and that teachers
should provide opportunities for students to choose their learning activities (M = 3.17,
SD = 0.47).
The majority of the teachers believed all six of the statements in the teaching
strategy category. They believe that it is necessary to adjust instructional methods to
align with students’ skills (M = 3.29, SD = 0.54), as well as it is important to adjust
pacing (M = 3.27, SD = 0.66) and instructional methods (M = 3.23, SD = 0.51) to align
with students’ learning rates. The teachers also believe it is important to adjust
instructional methods to align with students’ prior knowledge (M = 3.21, SD = 0.57).
They also reported that it is important teachers adjust pacing to align with students’
skills (M = 3.00, SD = 0.72) and they agree that teachers should adjust pacing to align
with students’ prior knowledge (M = 2.96, SD = 0.49).
The final category is time. The statement students should complete their
assignments at the same time (M = 1.96, SD = 0.74) indicates that the majority of the
teachers disagree with the statement and that they do not expect their students to
complete their assignments at the same time.
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Qualitative findings
In conjunction with the beliefs of the teachers that agree/strongly agree with the
survey process belief statements, the teachers who were interviewed shared their beliefs
of the importance of adjusting teaching methods to align students’ skills, learning rates,
and prior knowledge. Marjorie said, “now that I have validation, I had proof that this is
what we should be doing.” She had been veering from the textbooks for some time, but
when others (such as certain administrators and parents) found out, she would be
questioned about her classroom practices. Other than her experience, she didn’t have
concrete support as to the effectiveness of her actions. The training gave Marjorie solid
proof that her strategies and practice of adjusting teaching methods to her individual
students were not only acceptable, but best practice. She felt the thoughts in her mind
were now making sense and the training helped her to see clearly that differentiated
instruction was indeed a practice to continue and to build on in her classroom.
Lynne said the training affirmed many things she was already doing in the
classroom, such as projects, choices, and allowing students to be challenged on their
own personal levels. In concurrence with the beliefs of the teachers overall on the
surveys, Lynne also learned that not all children have to be doing the same thing at the
same time and that “there are different doors” to allow children to arrive at the same
destination. The training made this clear to her and she immediately started thinking of
ways to change her classroom and her lessons to include differentiated instruction
strategies and practices.
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Process belief summary
The teachers reported their strong belief of the majority of the statements in the
process area. They agreed/strongly agreed with nineteen of the twenty-two process
statements. The three statements with a lower percentage of belief, approximately onehalf to three-fourths of the teachers, were all in the grouping alternatives category.
In addition, the teachers who were interviewed, shared the belief that teachers
should provide opportunities for students to choose their learning activities, they should
adjust instructional methods, as well as pacing, to align with students’ skills, learning
rates, and prior knowledge.
Assessment Beliefs
This section discusses the findings in relationship to assessment beliefs. These
beliefs may refer to pre-assessments or adjusting assessments to match content. The
qualitative survey results are discussed followed by the qualitative results from the
interviews.
Quantitative findings
Table 4 shows the assessment area survey belief statements. The survey
participants responded that they agreed/strongly agreed with five of the six statements
concerning their belief about the assessment of differentiated instruction.
The teachers who were trained in differentiated instruction reported they
believed both statements in the Analysis of Pre-assessment category. They believe that
it is important that pre-assessment data be analyzed (M = 3.21, SD = 0.66) and that preassessments should be used to adapt lessons for individual students (M = 3.04, SD =
0.58).
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Table 4
Assessment Belief Statements
Categories

Belief Statements

N

M

SD

*%

Analysis of Preassessments

It is important that pre-assessment
data be analyzed

53

3.21

0.66

90.6

Pre-assessments should be used to
adapt lessons for individual students

53

3.04

0.58

88.7

Assessments
It is necessary to adjust assessments
(Formative/Summative) to match the differentiated content

53

3.00

0.71

83.1

Pre-assessments

Pre-assessments should address
learning objectives

53

3.08

0.47

92.5

Teachers should use a variety of preassessment processes

53

3.02

0.50

88.7

Pre-assessments should address
student learning profiles

52

2.90

0.63

78.8

* % of respondents who agree/strongly agree

They also reported that it is necessary to adjust assessments to match the
differentiated content (M = 3.00, SD = 0.71). The teachers also believe that preassessments should address learning objectives (M = 3.08, SD = 0.47) and that there
should be a variety of pre-assessment processes (M = 3.02), SD = 0.50). A lower
percentage (78.8%) of the teachers tended to disagree with the last statement, preassessments should address student learning profiles (M = 2.90, SD = 0.63).
Qualitative findings
The beliefs of the teachers who were interviewed were consistent with the
survey results concerning assessments. They believed that analyzing pre-assessments
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and using the results to adapt lessons for individual students were an important part of
differentiating instruction.
The teachers who were interviewed also believed there should be a variety of
pre-assessments used in the classroom. Anthony shared that the pre-assessment area
was fairly new to him and he believed implementing these ideas would improve the
effectiveness of his teaching practice. Julie believed that pre-assessment strategies were
one of the biggest take-aways she had from the training. Both Kathy and Marjorie
suggested that while they believed pre-assessments were an important part of
understanding where individual students, as well as the whole class, were in
understanding a topic, they didn’t usually take the time to do pre-assessments, let alone
analyze them for the purpose of differentiating instruction in any way prior to the
training. The training gave them a renewed interest and desire in using pre-assessments
in a routine manner in their classrooms.
Assessment belief summary
Both the surveys and the interviews were consistent in that the teachers believed
five out of the six pre-assessment statements. They believed the data should be
analyzed, used to adapt lessons and content for individual students, as well as that they
should address learning objectives while using a variety of pre-assessment strategies.
Fewer teachers (78.8%) tended not to believe the statement regarding pre-assessments
should address student-learning profiles.
Practice
Practice item statistics (mean, standard deviation, and frequency of practice) are
reported in Table 5 for Content, Table 6 for Process, and Table 7 for Assessment.
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Practice items were scaled along a 5-point Likert scale (1- Never, 2- Less than once per
month, 3- 1-2 times per month, 4- 1-2 times per week, and 5- 3-5 times per week).
Thus, for the purpose of this study, items with means of approximately 4.0 indicate that
teachers practice those statements of differentiated instruction at least once a week. The
percentage column designates the percentage of teachers who report practicing the
statement at least once a week.

Table 5
Content Practice Statements
Categories

Practice Statement

N

M

SD

*%

Alignment of
Content

Use clearly stated learning objectives

46

4.61

0.65

91.3

Objectives are aligned with NAD standards

44

4.57

0.95

90.9

Match students to assignments appropriate
to their learning rates

45

3.93

1.12

68.9

Adjust content to meet individual students’
level of prior knowledge

45

3.93

0.96

71.1

Provide alternative activities to
accommodate the range of student learning
styles
Provide alternative activities to
accommodate the range of student interests

45

3.67

1.13

55.6

45

3.49

1.12

46.7

Provide resources that vary in complexity

46

4.00

0.76

76.1

Provide resources that vary in familiarity

45

3.64

0.83

64.4

Provide resources that vary in abstractness

45

3.58

1.08

53.3

Provide a variety of resources to meet
individual students’ learning styles

46

4.13

0.93

78.3

Provide a selection of resources that
address the full range of student interests

44

3.59

1.09

47.7

Differentiation
of Content

Product
Alternatives

Resources

Resource
Alternatives

* % of respondents who practice the statement 1-5 times per week
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Out of the 54 surveys returned, eight of the participants were not currently
teaching so they did not respond to the practice portion of the survey. There were also
some questions that not all respondents answered. Therefore, the number of participants
is between 44 and 46 in the practice tables.
The interview findings for areas related to content, process, and assessment are
reported after each individual quantitative narrative.
Content Practice
This section discusses the findings in relationship to content practice. These
teacher practices may refer to using materials at varying levels, providing a variety of
resources which address both student interest and learning styles or modifying content
to match learning rates. The survey practice results will be discussed, followed by the
qualitative findings from the interviews.
Quantitative findings
Table 5 shows the reported practices of the teachers in the content area of
differentiated instruction. Using the criteria state above, the participants responded that
they practice six of the eleven statements at least once per week in the content area of
differentiated instruction. These statements are in the alignment of content,
differentiation of content, resources, and resource alternatives categories.
Teachers who have been trained in differentiated instruction report they use
clearly stated learning objectives (M = 4.61, SD = 0.65) and that they are aligned with
NAD standards (M = 4.57, SD = 0.95).
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In the differentiation of content category, the teachers report their practice of
matching students to assignments appropriate to their learning rates (M = 3.93, SD =
1.12) and that they adjust content to meet individual students’ level of prior knowledge
(M = 3.93, SD = 0.96).
In the resources and resource alternatives categories, the teachers report they
provide resources that vary in complexity (M = 4.00, SD = 0.76) as well as provide a
variety of resources to meet individual students’ learning styles (M = 4.13, SD = 0.93).
The other statements teachers practice in table 5 have a lower mean and
percentage of teachers who report regular practice. These results seem to imply that
about half of the teachers practice less than once per week both of the product
alternative statements- provide alternatives activities to accommodate the range of
student learning styles (M = 3.67, SD = 1.13) and provide alternative activities to
accommodate the range of student interests (M = 3.49, SD = 1.12). Again, about half of
the teachers report a lower practice rate of the statements provide resources that vary in
abstractness (M = 3.58, SD = 1.08) in the resources category, as well as provide a
selection of resources that address the full range of student interests (M = 3.59, SD =
1.09) in the resource alternatives category.
Qualitative findings
The teachers who were interviewed shared that their implementation of the
content practice statements aligned consistently with the survey results. The teachers
gave several examples of how they would differentiate content as well as provide
resources to meet individual students’ levels of prior knowledge, interest, and learning
styles.
79

Harold shared the training helped him to see that he didn’t have to use day-today worksheets for everything just because they were there. He could skip pages in the
workbook and use a variety of resources that met the learning styles and interests of his
students. He shared he would look online at different websites, articles, and videos to
help share information with his students. He would go to the bookstore to find resource
books that would expand topics he was covering in class. These resources allowed him
to give students the opportunity to use their learning strengths and preferences in ways
he hadn’t before.
Connie’s eyes were “opened” and she saw bridges and connections she could
take back to her classroom to meet her student’s needs and interests. She was reminded
she needed to use as “many of the senses and styles of learning as possible.” She felt the
training gave her “permission to toss out the textbook and use resource materials,
including digital media, to spark interest and create a need in the students to know
more.” Connie regularly would use resources that matched her students learning styles
and preferences. She says she was now more focused on being intentional about
recognizing the individuality of her students. She said, “I really try to understand, and
keep my antenna up when I work with them to watch for kids that need to be
challenged, or kids that are overwhelmed, and find resources and content that will cater
to them individually.”
Content practice summary
The teachers reported their practice of six of the eleven content practice
statements at least once per week. The five remaining statements in the product
alternatives, resources, and resource alternatives categories had means less than 4,
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meaning a lower percentage of teachers (between approximately 46%-64%) practiced
these statements at least once per week.
In addition, the results from the teachers who were interviewed, shared they also
regularly practiced differentiating assignment content based on learning rates and prior
knowledge. They also use a variety of resources that vary in complexity to meet the
students at their personal learning styles.
Process Practice
This section discusses the findings in relationship to process practice. These
practices of the teachers may refer to how they group students, how they present a
concept or skill taught to an individual student based on learning profiles, rates or
readiness levels, or how they pace assignments. Once again, the quantitative results
from the surveys will be discussed first, followed by the findings from the interviews.
Quantitative findings
Table 6 shows the reported practices of the teachers in the process area of
differentiated instruction. The participants responded they practice fifteen of the twentytwo statements at least once per week in the process area of differentiated instruction.
These statements are discussed below.
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Table 6
Process Practice Statements
Categories

Practice Statements

N

M

SD

*%

Grouping
Alternatives

It is important to use a variety of grouping
strategies

46

4.02

0.95

71.7

Group students randomly to increase social
skills

46

3.63

0.97

56.5

Group students heterogeneously to increase
achievement and social skills

43

3.37

1.11

41.9

Group students homogeneously by interest to
increase motivation

46

3.30

1.03

50.0

Group students according to learning styles

45

3.04

1.35

44.4

Group students according to their interests

45

2.98

1.12

35.6

Lesson introductions communicate learning
objectives

46

4.63

0.61

93.5

Makes lesson introductions relevant to
students

46

4.57

0.78

93.5

Lesson introductions engage the students

44

4.36

0.69

88.6

Connect lesson introductions with students’
prior knowledge

46

4.33

0.87

84.8

Design learning activities that incorporate
critical thinking skills

46

4.48

0.66

95.7

Adjust learning activities to address students’
learning rates

46

4.20

1.00

78.3

Adjust learning activities to address students’
prior knowledge

44

3.89

1.06

70.5

Design assignments that result in products
that vary in complexity

46

3.57

1.09

50.0

Introduction

Learning
Activities

Products
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Table 6—Continued
Categories

Practice Statements

N

M

SD

*%

Teaching
Strategies

Adjust instructional methods to align with
students’ learning rates

45

4.27

0.94

82.2

Product Choice

Provide opportunities for students to choose
their learning activities.

45

3.29

1.16

44.4

Adjust instructional methods to align with
students’ skills

44

4.20

0.93

77.3

Adjust pacing to align with students’ skills

45

4.20

1.01

82.2

Adjust pacing to align with students’ prior
knowledge

45

4.20

0.97

82.2

Adjust pacing to align with students’ learning
rates

45

3.98

1.01

73.3

Adjust instructional methods to align with
students’ prior knowledge

45

3.98

0.97

68.9

Expect students to complete assignments at
the same time

47

3.34

1.59

61.7

Time

* % of respondents who practice the statement 1-5 times per week

In the grouping strategy category, the teachers reported practicing using a
variety of grouping strategies (M = 4.02, SD = 0.95) at least once per week. Four of the
five highest means were statements, which were connected to the introductions
category. The statement with the highest mean was lesson introductions communicate
learning objectives (M = 4.63, SD = 0.61). The other process statements connected to
lesson introductions were make lesson introductions relevant to students (M = 4.57, SD
= 0.78), lesson introductions engage the students (M = 4.36, SD = 0.69), and connect
lesson introductions with students’ prior knowledge (M = 4.33, SD = 0.87).
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The learning activities and teaching strategies categories had all of the nine
statements with means approximately 4.0 suggesting the teachers practice these
statements in both of these categories at least once per week.
In the learning activities category, design learning activities that incorporate
critical thinking skills (M = 4.48, SD = 0.66) was the highest reported statement
indicating practice at least three to five times per week followed by adjusting learning
activities to address students’ learning rates (M = 4.20, SD = 1.00), and adjust learning
activities to address students’ prior knowledge (M = 3.89, SD = 1.06).
In the teaching strategies category, the teachers reported practicing the
statements adjusting instructional methods to align with students’ learning rates (M =
4.27, SD = 0.94) and students’ skills (M = 4.20, SD = 0.93). They also report practicing
adjusting pacing to align with students’ skills (M = 4.20, SD = 1.01), prior knowledge
(M = 4.20, SD = 0.97), and students’ learning rates (M = 3.98, SD = 1.01). They also
adjust instructional methods to align with students’ prior knowledge (M = 3.98, SD =
0.97) at least once per week.
Fewer teachers, between 35% and 56.5%, reported practicing five of the six
statement in the grouping categories at least one time per week. These statements are
group students randomly to increase social skills (M = 3.63, SD = 0.97), group students
heterogeneously to increase achievement and social skills (M = 3.37, SD = 1.11), group
students homogeneously by interest to increase motivation (M = 3.30, SD = 1.03), group
students according to learning styles (M = 3.04, SD = 1.35) and group students
according to their interests (M = 2.98, SD = 1.12).
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With means less than 4 in the products and product choice categories, only about
half of the teachers practice these statements at least once per week- design assignments
which result in products that vary in complexity (M = 3.57, SD = 1.09) and providing
opportunities for students to choose their learning activities (M = 3.29, SD = 1.16).
The last category in the process area is concerning time. The majority of the
teachers reported they do not expect their students to complete assignments at the same
time (M = 3.34, SD = 1.59).
Qualitative findings
In line with the survey results, the teachers who were interviewed shared their
practice of the process statements. The teachers share they design learning activities that
incorporate critical thinking skills and adjust learning activities to address students’
learning rates. Their teaching strategies include adjusting instructional methods to align
with students’ learning rates and skills, as well as adjusting pacing to align with
students’ skills and prior knowledge.
Mark talked about the training giving lots of practical ideas he stated, “the
training gave me a lot of strategies for real things that I can do that can turn into habits.”
He discussed how he could see immediately while at the training how these strategies
could be implemented into his high-school Math classroom. The thought of one group
being able to keep up with another group just by differentiating the notes and review
sheets was a new idea for him. Some of the students had a stronger math background
and didn’t necessarily need everything that others in the classroom did. He was able to
use strategies learned at the training to help him adjust for prior knowledge, learning
rates, and overall skill in this subject. Mark was happy to learn multiple strategies which
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would reach all of the students in his room at one time and give him immediate
feedback that would assist him in helping all of his students regardless of what level
they were working on.
Lynne agreed the strategies learned at the training would be beneficial. She
states “It (the training) gave me tools to reach my students.” She realizes her students
are different, but intentionally watching out for ways to differentiate for them was eyeopening and gave her a lot to think about. Because Lynne taught in a small school and
had multiple grades in her classroom, she appreciated the strategies that helped her give
her students choices on their personal level, not necessarily their grade level. Lynne
shared she learned strategies to give her students more choices that were appropriate for
their skills, prior knowledge, and learning rates. The assignments she started giving
after the training, reflected varied critical thinking skills from her students as well as
aligned more closely to their personal skills, prior knowledge, and learning rates.
Teachers found themselves being more purposeful and using these strategies in
their classrooms after experiencing them at the training. Connie says, “I found myself
being more intentional about implementing strategies” and Julie stated, “Once I knew
about some of these tools and had the chance to experience them myself, they were
super easy to use and to take back to my classroom immediately.”
Connie also reports trying to move away from paper and pencil activities and
vary the learning activities with group discovery activities as well as learning using
movement around the classroom. The differentiated instruction training helped her
“understand how students learn differently.” She shares this knowledge allows her to
plan for different learning needs at the beginning of lessons instead of trying to figure
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out what went wrong at the end. Connie states “I find that even as young as middle
schoolers are, there are many that have already developed an attitude or expectation of
failure, and differentiated instruction gives me some different angles to look at their
attitudes.” She goes on to say she is not likely to see their attitude as laziness, but
“rather as a challenge to find a way to engage their learning style so they can experience
success.”
Process practice summary
The survey results showed the teachers practiced fifteen of the twenty-two
statements at least once per week. While they practiced the statements in the
introductions, learning activities, and teaching strategy categories at least once per
week, fewer teachers (between 35.6% and 56.5%) practiced the majority of the
grouping strategy statements, and both of the statements in the products, and product
choice categories.
In addition, regarding teaching strategies, the teachers who were interviewed,
reported they also adjust instructional methods and pacing to align with the skills,
learning rates, and prior knowledge of the students.
Assessment Practice
Quantitative findings
Table 7 shows the reported practices of the teachers in the assessment area of
differentiated instruction. This table shows all six assessment practice statements have
means less than 4.00 showing that approximately 34% to 60% of the teachers practiced
each of these statements less than once per week.
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The statement with the highest mean was use pre-assessments to adapt lessons
for individual students (M = 3.58, SD = 1.12). The statement with the lowest mean was
pre-assessments address learning profiles (M = 2.80, SD = 1.23).

Table 7
Assessment Practice Statements
Categories

Practice Statements

N

M

SD

*%

Analysis of Preassessments

Use pre-assessments to adapt lessons for
individual students

45

3.58

1.12

51.1

Analyze pre-assessment data

46

3.50

0.98

52.2

Assessments
(Formative &
Summative)

Adjust assessments to match differentiated
content

43

3.28

0.96

44.2

Pre-assessment

Pre-assessments address learning objectives

45

3.51

1.20

60.0

Use a variety of pre-assessment processes

48

3.46

1.05

43.8

Pre-assessments address learning profiles

44

2.80

1.23

34.1

* % of respondents who practice the statement 1-5 times per week

Qualitative findings
The teachers who were interviewed shared they went back to their classrooms
and implemented pre-assessments and pre-assessment strategies at a higher rate than the
overall survey results show from the entire group of survey respondents.
Out of all of the strategies and practices learned and discussed at the training,
pre-assessments, a major component of differentiating, was at the top of the list for
immediate implementation after the training for several of the interview participants.
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Julie was brand-new to differentiated instruction and stated that after the training “preassessments were probably the easiest component to implement.” There were many
ideas for pre-assessments that were easy to take back to the classroom and use across
the curriculum. Julie now consistently uses pre-assessments prior to lessons and units,
as well as quick-check assessments throughout the units, to ensure her students are with
her and achieving the standards being taught.
Marjorie also discussed the pre-assessments, as a part of the training was very
useful. The pre-assessment ideas presented, as well as understanding the importance of
them, was very beneficial. She makes it a regular practice in her classroom to use preassessments with the intent to differentiate the instruction for her students after she has
the pre-assessment data. Mark & Anthony both found the pre-assessment strategies
presented at the training were helpful and very easy to implement in their classrooms. It
gave them an instant look at where their students were as well as information to help
them be on the right track for instruction.
Assessment practice summary
The survey results indicate that 60% or fewer of the teachers practice the
assessment statements at least one time per week. The teachers who were interviewed
shared one of the biggest take-aways from the training was in the area of assessments,
and several of them reported they began incorporating these strategies in their
classrooms on a regular basis after training.
Research Question 1 Summary
The teachers who attended the differentiated instruction workshop indicated they
believed the majority of the content, process, and assessment statements. Out of the
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thirty-nine combined statements in all categories, the majority of the teachers indicated
they agreed/strongly agreed with thirty-three of the thirty-nine statements. Out of the
thirty-nine combined practice statements, the majority of the teachers indicated they
practiced twenty-one of the process, content and assessment statements one to five
times per week.
Several of the teachers who were interviewed stated they had been using some
sort of differentiated instruction already in their classrooms, and now felt more
confident in their practice as they felt their actions were validated. They also stated they
were already familiar with some of the strategies and practices, and this new method
they were being trained to use, wasn’t going to be something completely different than
they had already been doing.
The teachers who were interviewed also indicated many of the strategies
presented at the workshop were useful and easy to take back to their classroom to begin
using right away. Several shared the pre-assessment strategies were most useful, not
only in ease of use, but also to help springboard their over-all use of the differentiated
instruction teaching method. Several of the teachers who were interviewed reported
they were already using some differentiated instruction strategies in their classroom
prior to the training. The training boosted their knowledge as well as their confidence.
Research question 2 will look at how the beliefs of the teachers compare to the
reported practice of the differentiated instruction statements in each different area of
content, process, and assessment.
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Research Question 2
How do their beliefs of differentiated instruction compare with their classroom
practices?
Content Belief and Practice Statement Pairs
Table 8 shows the content beliefs and practices statement pairs of the content
segment of differentiated instruction. The differentiated instruction categories,
according to the innovation configuration, are listed in the left-hand column
alphabetically.
There were three statements the teachers believed, and also reported their
regular practice of, at least one time per week. The percentage sub-column in the belief
columns indicates the percentage of teachers that agree or disagree with the statement.
The sub-column, “at least one time per week” in the practice frequency column
indicates from the teachers who agreed with the statement, the percentage that practiced
the statement at least one time per week. The statements with agreeance over 80% and
practice percentages over 70% will be discussed first. These statements are in the
categories of alignment of content, differentiation of content, resources, and resource
alternatives.
In the alignment of content category, 100% of the teachers believe and 91.3% of
these teachers practice the statement there should be/are clearly stated learning
objectives. They also believe (97.7%) and practice (93.0%) the statement learning
objectives should be/are aligned with NAD standards.
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Table 8
Content Belief/Practice Statement Pairs
Belief
Disagree
Agree
Category
Alignment of
Content

Content Belief/Practice Statement Pairs

N

%

Practice
Frequency
Less than 2x
At least 1x
per month
per week
#
%
#
%

X2

P

V

92

There should be/are clearly stated learning objectives
Learning objectives should be/are be aligned with
NAD standards

D
A
D
A

46
1
43

100.0
2.3
97.7

4
1
3

8.7
100.0
7.0

42
40

91.3
93.0

10.23

.001

.48

Differentiation
of Content

It is important to adjust/I adjust content to meet each
individual students’ prior knowledge
It is important to match/I match students to
assignments appropriate to their learning rates

D
A
D
A

18
27
1
44

40.0
60.0
2.2
97.8

7
6
1
13

38.9
22.2
100.0
29.5

11
21
31

61.1
77.8
70.5

1.46
2.26

.23
.13

.18
.22

Product
Alternatives

There should be/I provide alternative activities to
accommodate the range of student interests

D
A

4
41

8.9
91.1

2
22

50.0
53.7

2
19

50.0
46.3

.02

.89

.02

There should be/I provide alternate activities to
accommodate the range of student learning styles

D
A

45

100.0

20

44.4

25

55.6

-

-

-

Teachers should use/I use resources that vary in
complexity
It is imperative that teachers provide/I provide
resources that vary in abstractness
Teachers should provide resources/I provide that vary
in familiarity
It is important to provide/I provide a variety of
resources that address the full range of student
interests
It is important to provide/I provide a variety of
resources that address the full range of student
learning styles

D
A
D
A
D
A

46
12
33
45

100.0
26.7
73.3
100.0

11
8
13
16

23.9
66.7
39.4
35.6

35
4
20
29

76.1
33.3
60.6
64.4

2.63
-

.105
-

.24
-

D
A

3
41

6.8
93.2

1
22

33.3
53.7

2
19

66.7
46.3

.46

.49

.10

D
A

2
43

4.4
95.6

2
8

100.0
18.6

0.0
35

0.0
81.4

7.33

.007

.40

Resources

Resource
Alternatives

The statement in the differentiation of content category, it is important to match
students to assignments appropriate to their learning rates, had 97.8% of the teachers in
agreeance, and 70.5% of these teachers report practicing this statement at least once per
week.
In the resource category, 100% of the teachers agreed they should use resources
that vary in complexity, and 76.1% of these teachers reported this practice at least one
time per week.
In the resource alternative category, 95.6% of the teachers believed that it is
important to provide a variety of resources that address the full range of student learning
styles, and 81.4% of the teachers report practicing this statement at least one time per
week.
There were also a number of statements in which the teachers believed the
statement, yet the reported practice showed that the teachers tended not to practice these
statements on a regular basis. These statements are in the categories of product
alternatives, resources, and resource alternatives. Statements with agreeance
percentages over 80% and practice reports of less than 70% will be reviewed. These
statements are in the categories product alternatives, resources and resource alternatives.
In the category of product alternatives, 91% of the teachers reported they
believed they should provide alternatives to accommodate the range of student interests,
however, only 46.3% reported that they practice this at least one time per week.
Regarding providing alternatives to accommodate the range of student learning styles,
100% of the teachers reported believing this, while only 55.6% of them reported
practicing at least one time per week.
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The category of resources had 100% of teachers reporting they believe that
resources should vary in familiarity. However, only 64.4% of them reported practicing
these statements at least one time per week.
In the category of resource alternatives, 93.2% of the survey respondents
reported their belief that teachers should provide a variety of resources that address the
full range of student interest, but only 46.3% of them reported practicing this at least
one time per week.
Content Belief/Practice Summary
Overall, the teachers agreed and practiced five content statements. The first
category was alignment of content. The teachers agreed and practiced both statements at
least one time per week. They also agreed and practiced the statement in the
differentiation of content category that it is important to match students to assignments
appropriate to their learning rate. The statement in the resource category, ‘it is important
to provide a variety of resources that vary in complexity’, and the statement in the
resource alternatives category, ‘provide a variety of resources that address the full range
of student learning styles’, the teachers who agreed with, also practiced these statements
at least one time per week.
There were teachers who agreed with four other statements in the content area
but only about half of them tended to practice these items at least one time per week.
These items are in the product alternatives, resources, and resource alternative
categories. Only 46% - 64.4% of the teachers practice on a regular basis, providing
alternatives or resources that vary in familiarity to accommodate or address the full
range of student interest.
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Process Beliefs and Practice Statement Pairs
Table 9 shows the process area beliefs and practices statement pairs of the
process segment of differentiated instruction. The differentiated instruction categories
according to the innovation configuration are listed alphabetically in the left-hand
column.
There were some statements that approximately 80% or more of the teachers
believed and more than 70% practiced at least one time per week. These statements
were in the grouping alternatives, introductions, learning activities, and the teaching
strategies categories.
Out of five statements in the grouping alternatives category, 97.7% of the
teachers agreed they should use a variety of grouping strategies, and 72.7% of these
teachers practiced this statement at least once per week.
In the introduction category, all four statements were both believed and
practiced by the teachers. The statement, lesson introductions should be/are relevant to
the students, had a report of 100% of the teachers believing the statement, with 93.5%
of them reporting practice. 97.7% of the teachers believed that lesson introductions
should engage the students and 88.4% of the teachers report that their lesson
introductions do engage the students. The statement, lesson introductions should/do
communicate learning objectives, had 93.3% of the teachers report their belief and
95.2% indicated their practice of this statement. Finally, 84.4% of the teachers agreed
that lesson introductions should connect with students’ prior knowledge, and 86.8% of
these teachers practice this at least one time per week.
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Table 9
Process Belief/Practice Statement Pair
Category

Process Belief/Practice Statement Pairs

Beliefs

Practice

Disagree
Agree
N
Grouping
Alternatives

96
Introductions

Learning
Activities

Less than 2x
Per month
#
%
15
71.4
10
41.7

At least 1x
Per week
#
%
6
28.6
14
58.3

X2

p

V

4.01

.05

.30

Students should be/are grouped according to learning styles

D
A

21
24

%
46.7
53.3

Teachers should /I do group students according to their interests

D
A

20
25

44.4
55.6

16
13

80.0
52.0

4
12

20.0
48.0

3.80

.05

.29

Teachers should/I use a variety of grouping strategies

D
A

1
44

2.2
97.8

1
12

100.0
27.3

0
32

0.0
72.7

2.52

.11

.24

Grouping students heterogeneously may/to increase achievement
and social skills

D
A

7
35

16.7
83.3

6
18

85.7
51.4

1
17

14.3
48.6

2.80

.09

.23

Grouping students homogeneously by interest may/to increase
motivation

D
A

5
41

10.9
89.1

5
18

100.0
43.9

23

56.1

5.61

.02

.35

Grouping students randomly may /to increase social skills

D
A

6
40

13.0
87.0

4
16

66.7
40.0

2
24

33.3
60.0

1.21

.22

.18

Lesson introductions should be/are relevant to the students

D
A

46

100.0

3

6.5

43

93.5

-

-

-

Lesson introductions should engage/do engage the students

D
A

1
43

2.3
97.7

5

11.6

1
38

100.0
88.4

.13

.72

.05

Lesson introductions should/do communicate learning objectives

D
A

3
42

6.7
93.3

1
2

33.3
4.8

2
40

66.7
95.2

3.67

.06

.29

Lesson introductions should/do connect with students’ prior
knowledge

D
A

7
38

15.6
84.4

2
5

28.6
13.2

5
33

71.4
86.8

1.01

.30

.15

Learning activities should be/are adjusted to address students’
prior knowledge

D
A

7
36

16.3
83.7

4
8

57.1
22.2

3
28

42.9
77.8

3.55

.06

.29

Learning activities should be/are adjusted to address students’
learning rates

D
A

1
44

2.2
97.8

1
9

100.0
20.5

0
35

0.0
79.5

3.58

.06

.28

Critical thinking skills should be/are incorporated into learning
activities

D
A

1
44

2.2
97.8

0
2

0.0
4.5

1
42

100.0
95.5

.05

.83

.03
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Table 9—Continued
Category

Process Belief/Practice Statement Pairs

Beliefs

Practice

Disagree
Agree
N

Less than 2x
Per month
#
%
2
50.0
21
51.2

At least 1x
Per week
#
%
2
50.0
20
48.8

X2

p

V

.002

.96

.001

Teachers should/do design assignments that result in products
that vary in complexity

D
A

4
41

%
8.9
91.1

Product
Choice

Teachers should provide/I provide opportunities for students to
choose their learning activities

D
A

2
42

4.5
95.5

2
22

100.0
52.4

20

47.6

1.75

.19

.20

Teaching
Strategies

Teachers should/do adjust pacing to align with students’ prior
knowledge

D
A

6
38

13.6
86.4

3
5

50.0
13.2

3
33

50.0
86.8

4.73

.03

.33

It is not important that teachers adjust pacing to align with
students’ skills

D

8

18.2

3

37.5

8

62.5

-

-

-

Adjust pacing to align with students’ skills

A

36

81.8

4

11.1

32

88.9

3.41

.07

.28

Teachers should/do adjust pacing to align with students’ learning
rate

D
A

4
41

8.9
91.1

4
8

100.0
19.5

0
33

0.0
80.5

12.1

.00

.52

Teachers should/do adjust instructional methods to align with
students’ prior knowledge

D
A

4
41

8.9
91.1

2
12

50.0
29.3

2
29

50.0
70.7

.73

.39

.13

Teachers should/do adjust instructional methods to align with
students’ skills

D
A

2
41

4.7
95.3

1
9

50.0
22.0

1
32

50.1
78.0

.84

.36

.14

Teachers should/do adjust instructional methods to align with
students’ learning rate

D
A

2
43

4.4
95.6

1
7

50.0
16.3

1
36

50.0
83.7

1.49

.22

.18

Students should/expect students to complete their assignments at
the same time

D
A

38
8

82.6
17.4

17
1

44.7
12.5

21
7

55.3
87.5

2.88

.09

.25

97

Products

Time

97

In the learning activities category, all three of the statements had both belief and
reported practice by the teachers. 97.8% of the teachers strongly agreed that critical
thinking skills should be incorporated into learning activities, and 95.5% practiced this
at least one time per week. The statement learning activities should be/are adjusted to
address students’ learning rates has an agreeance percentage of 97.8% and 79.5% of
teachers reported using this practice at least one time per week in their classroom. The
final statement in the learning activities category, states that learning activities should
be/are adjusted to address students’ prior knowledge with 83.7% of teachers reporting
agreeance, and 77.8% of these teachers reporting their practice at least one time per
week.
In the teaching strategies category, the teachers both believed and practiced all
six of the statements. The teachers believe and practice the statements at least one time
per week concerning adjust pacing to align with students’ prior knowledge (86.4%
believe, 86.8% practice), to align with students’ skills (81.8% believe, 88.9% practice),
and to align with students’ learning rate (91.1% believe, 80.5% practice). They also
believe and practice the statements regarding instructional methods to align with
students’ prior knowledge (91.1% believe, 70.7 practice), students’ skills (95.3%
believe, 78.0% practice), and students’ learning rates (95.6% believe, 83.7% practice).
There were several statements with a large discrepancy of the teachers who
reported their belief, yet they did not report practicing these statements on a regular
basis. These statements are in the grouping alternative, products, and product choice
categories.
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The grouping alternative category shows 83.3% of teachers believe grouping
students heterogeneously may increase achievement and social skills, but only 48.6%
practice this technique at least one time per week. Grouping students homogeneously by
interest to increase motivation was reported as a belief by 89.1% of the survey
respondents, yet only 56.1% reported practicing this statement. Grouping students
randomly to increase social skills was reported by 87.0% as a belief, however, only 60%
reported practicing this strategy at least one time per week.
In the area of products there were 91.1% of the teachers who agreed assignments
should be designed so that the product result will vary in complexity, but only 48.8% of
them report this practice at least 1 time per week.
In product choice, the statement teachers should provide opportunities for
students to choose their learning activities had 95.5% of the teachers agreeing, but only
47.6% of them actually provided opportunities for their students to choose their learning
activities at least one time per week.
In the category of time, 17.4% of teachers reported they believed students
should complete their assignments at the same time with 87.5% of these teachers
expecting this at least one time per week. Most teachers (82.6%) believe that students
should not complete their assignments at the same time.
Process Belief/Practice Summary
In the process area, the teachers both believed and practiced fourteen statements.
In the introduction category, they both believed and practiced all four of the statements
regarding lesson introductions being relevant, engaging, communicating learning
objectives and connect with students’ prior knowledge. In the learning activities
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category, they believed and practiced all three statements that critical thinking skills
should be incorporated into learning activities and that learning activities should be
adjusted to address students’ prior knowledge and learning rates. And in the teaching
strategies category, they agreed and practiced adjusting pacing and instructional
methods to align with the prior knowledge, students’ skills, and learning rates of their
students.
There were other statements the teachers believed, but fewer than 60% of the
teachers reported their practice of these statements, at least one time per week. These
statements are in the grouping alternatives, products, and product choice categories. The
teachers who believe they should design assignments that result in products that vary in
complexity, provide opportunities for students to choose learning activities, do not
practice these statements at least one time per week.
Assessment Practice and Belief Statement Pairs
Table 10 shows the assessment beliefs and practices statement pairs of the
assessment area of differentiated instruction. The differentiated instruction categories
according to the innovation configuration are listed in the left-hand column
alphabetically.
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Table 10
Assessment Belief/Practice Statement Pairs
Category

Analysis of Preassessment Data

Belief/Practice Statement Pairs

It is important that pre-assessment data should be/is
analyzed

101

Pre-assessments should be used/are used to adapt
lessons for individual students
Assessments
(Formative/Summative)

Adjust assessments to match the differentiated content

Pre-assessments

Teachers should use/use a variety of pre-assessment
processes
Pre-assessments should address/address student learning
profiles
Pre-assessments should address/address learning
objectives

A = Agree: D = Disagree

Belief

Practice
Less than
2x per
month
#
%

At least 1x
per week
X2

p

V

.27

.60

.08

59.0

7.24

.01

.40

4
15

57.1
41.7

.57

.45

.12

100.0

-

-

21

51.2

20

48.8

5.11

.024

.33

22.7

9

90.0

1

10.0

34

77.3

20

58.8

14

41.2
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1
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2
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A
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6
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6

100.0

-

-

A
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16

41.0

23

D
A

7
36

16.3
83.7

3
21

42.9
58.3

D

6

12.8

6

A

41

87.2

D

10

A

Out of the six statements, there were two statements in the assessment area the
teachers reported they strongly believed (at least 90%) in. However, only 51.2% and
61.9% of the teachers reported practicing these statements at least one time per week.
In the category of analyzing pre-assessment data, 93.5% of the teachers report
they believe pre-assessment data should be analyzed, but only 51.2% analyze their preassessment data at least one time per week. And in the pre-assessment category, 93.3%
of teachers strongly agree that pre-assessments should address learning objectives, yet
only 61.9% of these teachers practice this statement at least one time per week.
There were an additional three statements the teachers agreed (between 80% and
90%) with in the assessment area but fewer than 60% of the teachers practiced these
statements at least once per week. These statements were pre-assessments should be
used to adapt lessons for individual students (86.7% agreed with 59.0% reported
practicing), assessments should be adjusted to match the differentiated content (83.7%
agreed with 41.7% practicing), and teachers should use a variety of pre-assessments
(87.2% agreed with 48.8% practicing).
Assessment Belief/Practice Summary
In the assessment area, the teachers strongly agreed with two of the six
statements, yet only 51.2% and 61.9% of the teachers practiced those statements at least
once per week. They also agreed with the additional four statements, but again, fewer
teachers (59% or less) practiced those statements at least once per week. Over-all, the
teachers agreed/strongly agreed with all six assessment statements, but approximately
only 60% or fewer of the teachers tended to practice these statements at least one time
per week.
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Table 11 reports the results of the Wilcoxon Signed Rank Test for comparing
overall percentages of beliefs and practices in each of the three areas of differentiated
instruction: process, content, and assessment.

Table 11
Wilcox on Signed Rank Test for Comparing Overall Beliefs and Practices (n = 47)
Beliefsa

Practiceb

Mean

91.03

68.88

SD

10.31

30.28

Mean

83.90

71.14

SD

11.66

23.52

Mean

88.74

46.45

SD

12.11

38.84

Variables
Content

Process

Assessment

Z

p

4.12

<.001

3.84

<.001

5.32

<.001

a

Overall percent and standard deviation of agree/strongly agree.
b
Overall percent and standard deviation of practice 1 or more times per week

About 91% believed the content area statements of differentiated instruction.
However, only 69% reported practicing these items. This discrepancy in beliefs and
practice is also statistically significant (Z = 4.12, p < .001). Overall, approximately 84%
of teachers believed the process area of differentiated instruction statements, while only
70% practiced these processes. This difference is statistically significant (Z = 3.84, p <
.001). In the area of assessment, about 89% of the teachers in this study believed in the
statements concerning different types of assessments in differentiated instruction.
However, only 46.4% practiced the statements. This difference is statistically significant
(Z = 5.32, p < .001). These results suggest that overall; teachers practiced differentiated
instruction significantly less than their level of beliefs about it.
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The results shown in Table 11 also denote that there are large variances in the
practice of differentiated instruction with standard deviations ranging from 30.28 for
each area of content, 23.52 process, and 38.84 for assessment. In contrast, the variation
in the beliefs are quite small (10.31 for content,11.66 for process, and 12.11 for
assessment).
The levels of practice across the content, process, and assessment areas are also
statistically significant (χ2 = 8.81, df = 2, p = .011). More teachers practiced content
area statements than they did assessments (Z = 3.63, p < .001). There were also more
teachers who practiced differentiated instruction processes than they did assessments (Z
= 4.10, p < .001). No statistically significant differences were found between levels of
practice in the process and content areas.
Research Question 2 Summary
Tables 8, 9 & 10 examine the beliefs and practice comparisons by item. Table
11 gives an overview of those comparisons of each of the content, process, and
assessment areas. The tables show there are categories and statements that the teachers
both believe and practice, as well as categories and statements that the teachers believe,
yet do not practice.
Table 8, the content table, suggests the teachers believe and practice both of the
statements in alignment of content as well as the statement that they provide a variety of
resources that address student learning styles in the resource alternatives category. The
teachers also believe in both of the product alternative statements as well as two of the
resource/resource alternatives statements, yet only about half (46%-64%) of the teachers
practice these statements at least one time per week.
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The process table, Table 9, indicates the teachers believe and practice all four of
the introduction category statements as well as the statement critical thinking skills
should be/are incorporated into learning activities in the learning activities category.
The table also shows the teachers believe, yet fewer than 60% of the teachers practice,
two of the grouping strategy statements, as well as both of the statements in the
products and product choice categories.
Table 10, the assessment table, shows the teachers believe the six statements.
However, only approximately 60% or fewer of the teachers practice these statements at
least one time per week.
Table 11 gives an overall look at the three categories showing the teachers
practice the content and process statements more than the assessment statements,
however their level of belief was higher than their practice in all three areas of content,
process, and assessment.
Research question 3 will look at how teachers report and describe support
methods of their implementation of differentiated instruction.
Research Question 3
How do teachers report and describe various methods of support on their
implementation of differentiated instruction?
Quantitative
Table 12 shows the “Yes” and “No” responses for 38 or 39 teachers who selfreported support methods in their implementation of differentiated instruction in their
classrooms after the training.
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Table 12
Support Statements

Yes

No

I have shared ideas with another teacher concerning differentiated
instruction.

37

2

I received ideas from another teacher concerning differentiated
instruction.

33

5

I self-reflect on the implementation of differentiated instruction.

30

8

I have observed another teacher implement differentiated instruction.

25

13

I discuss the process of differentiated instruction with another teacher.

24

14

Another teacher observed me teaching with differentiated instruction.

20

18

I had a mentor who coached me while beginning to implement
differentiated instruction.

10

29

I participated with another classroom teacher for planning my
differentiated instruction activities.

7

31

I keep a journal of my implementation of differentiated instruction.

0

38

The majority of teachers responded they have either shared ideas with another
teacher or received ideas from another teacher concerning the practice of differentiated
instruction. The majority also report they have done self-reflection on the practice of the
implementation of differentiated instruction. About two-thirds of participants who
answered the support statements on the survey reported they discussed the process of
differentiated instruction or shared an observation experience either in their classroom
or visiting another classroom. Less than half also reported they had a mentor, coach, or
participated with another classroom teacher for planning differentiated instruction
activities for their classroom. None of the teachers who answered the survey reported
keeping a journal of their implementation.
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Qualitative
When asked about support methods the teachers had used when implementing
differentiated instruction, several topics surfaced. Colleague interaction and feedback
was a strong theme that emerged from the interviews. When asked about what they
would share with an administrator or supervisor about their experience at the training,
and implementing differentiated instruction into their classroom, both Kathy and Julie
said their advice would be to tell the administrators to support them by giving them
resources and time to learn, plan, and prepare. Anthony also wanted the administrators
to be aware of giving their teachers time to prepare differentiated lessons. They also
were very adamant about giving the teachers support. Marjorie said, “please, please give
the teachers resources, continued training, a mentor, or another teacher to talk with.”
Anthony suggested that all teachers implementing differentiated instruction have
someone they can bounce ideas off, and Lynne said “it is important to have feedback
and to be able to ask questions.” It was very apparent the teachers wanted to have
colleague interactions, and those who did felt much more comfortable and confident in
their implementation of differentiated instruction whether they were implementing just
a few strategies in one class, or across their curriculum.
All of the teachers interviewed discussed in some way colleague collaboration
was instrumental in their implementation of differentiated instruction. Mark, Connie,
Harold, Julie, Marjorie, and Anthony all discussed the importance of other teachers in
their buildings who had attended the training and that they bounced ideas off of each
other, gave each other feedback, observed each other, etc. This gave them ideas,
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reminded them of strategies presented at the training, and gave them confidence. Julie
said talking to a colleague through the beginning of implementing differentiated
instruction was most helpful to her. Anthony said he had a teacher proficient already in
differentiated instruction helping him and coaching him through new ideas when he
began to implement differentiated instruction into his classroom. Kathy and Lynne both
said that collaborating with other teachers outside of their building who had attended the
training was very helpful. Lynne appreciated input on someone outside of her building
observing her and giving her feedback, while Kathy, who was working in a one-teacher
school at the time of her initial implementation, said that talking to other teachers who
had attended the training was very helpful and she learned a lot from their discussions.
Research Question #3 Summary
Most of the teachers who took the survey reported they did share ideas with
another teacher regarding implementation of differentiated instruction. Most teachers
also reported they either visited another classroom for observation or had someone visit
their classroom for observation. Most of the teachers reported they did not have a
mentor or a coach to assist them through the implantation of differentiated instruction,
nor did they participate with another teacher when it came to planning for differentiated
instruction in their classroom.
In the interviews, teachers indicated that colleague interaction regarding the
planning and implementation of differentiated instruction would be desirable to assist in
increased effectiveness. They also suggested more feedback from administrators would
help improve their practice and keep them focused on applying differentiated instruction
methods intentionally in their classrooms on a regular basis.
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Summary of Major Findings
In analyzing both the quantitative and qualitative data, there were several key
findings concerning the beliefs and practices of the teachers of the Columbia Union
Conference of Seventh-day Adventists who participated in the training of differentiated
instruction.
The first two key findings are related to research question 1 regarding the beliefs
and practices of the teachers.
Key Finding #1
The sample of teachers agree or strongly agree with the majority of the content,
process, and assessment statements of differentiated instruction. The exceptions are two
statements in the content area, adjusting content to meet each individual students’ prior
knowledge and providing resources that vary in abstractness, in the process area, three
of the six grouping statements, and in the assessment area the statement that preassessments should address student learning profiles.
Key Finding #2
The teachers practice at least once per week the statements in the categories of
alignment of content and differentiation of content in the content area, and in the
process area, they practice the introduction, learning activities, and teaching strategies at
least once per week.
About half of the teachers report they do not practice the content statements in
the product alternative category or the process statements in the grouping alternatives,
products, or product choice categories. Approximately 60% or fewer of the teachers
practice the statements in the assessment category.
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Key findings 3, 4, 5 and 6 are in relation to research question 2 comparing the
beliefs and practices of the teachers. Table 13 shows an overview of the categories the
teachers believe and practice.

Table 13
Key Finding Overview of Categories Teachers Believe/Practice
Finding

Areas

Categories

Teachers believe and practice the statements

Content
Process

Alignment of content
Introductions
Teaching strategies
Learning activities

Teachers believe and don’t practice the statements

Content
Process
Assessment

Product alternatives
Products
Product choice
Analysis of pre-assessments
Assessments
(formative/summative)
Pre-assessments

Process

Grouping Alternatives

Teachers don’t believe and don’t practice the
statements

Key Finding #3
There were four categories in which the teachers agreed and practiced all of the
statements. The teachers agreed and reported the practice of the statements at least one
time per week in the alignment of content category in the content area. They also agreed
and practiced the process area statements in the introductions, teaching strategies, and
learning activities categories.
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Key Finding #4
The teachers believed yet did not practice the statements in several categories. In
the content area the teachers believe, yet only about one-half to two-thirds practice the
statements in the product alternatives category. Less than 60% of the teachers practice
the product and product choice categories in the process area. In the assessment area,
they believe all of the statements, yet only 60% or fewer report they practice these
statements at least one time per week.
Key Finding #5
There was a low belief (between 53% and 89%) of the teachers, and a low
practice (60% or less) of the majority of the statements in the grouping alternatives
category in the process area of differentiated instruction. The statement with the
exception is it is important to use a variety of grouping strategies.
Key Finding #6
There were mixed results with the statements in two of the categories in the
content area. These categories are resources and resource alternatives. The statements
are about providing resources that vary in complexity, familiarity, and abstractness, as
well as providing resources that meet individual students’ learning styles and interests.
Key finding 7 addresses research question 3 and support methods the teachers
may have had when implementing differentiated instruction.
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Key Finding #7
The surveys and interviews indicate the majority of the teachers have interacted
with other teachers in some way to assist in their implementation of differentiated
instruction.
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CHAPTER 5
KEY FINDINGS, DISCUSSION AND FUTURE CONSIDERATIONS
The purpose of this chapter is to summarize the study, highlight the major
findings with a discussion, give recommendations for practice and possible future
research, as well as a conclusion.
Description of the Study
In the summer of 2013, the Columbia Union of Seventh-day Adventists began
an initiative to train their teachers in the differentiated instruction teaching method.
There were three cohorts for a two-year, three-day per summer training, for a combined
total of 6 days of training for each participant. This mixed-methods research study was
conducted to explore the beliefs, practices, and support methods of teachers of the
Columbia Union of Seventh-day Adventists concerning differentiated instruction after
completion of the training.
Data was collected through a questionnaire based on the Connecticut Study by
Kirner & Bennett (See Appendix C). This innovation configuration model of
differentiated instruction guided the survey questions for the beliefs and corresponding
practice sections of the questionnaire. There were also eight interviews with teachers
discussing their personal experiences.
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The purpose of this study was to describe how teachers implemented the
differentiated instruction method after completing the training. It also looked at what
type of on-going support they may have used in the process.
The participants of this research study were the ninety-three teachers that
completed the differentiated instruction training. Fifty-four teachers returned the survey
giving a 58% return rate. There were eight volunteers who agreed to be interviewed for
the purpose of this research study. All classrooms have a wide range of student interest,
academic levels, learning styles, and preferences, making it impossible to teach all
concepts in one way and have all students master each concept. Many Seventh-day
Adventist schools also have multi-grade classrooms, lending a teaching method, such as
differentiated instruction, as a preferred method of instruction.
Findings and Discussion
In analyzing both the quantitative and qualitative data, there were several key
findings concerning the beliefs and practices of the teachers of the Columbia Union
Conference of Seventh-day Adventists who participated in the training of differentiated
instruction. Below are the research questions, the key findings that relate to them and
discussion of each key finding.
Research question one states, “How do teachers who have attended
differentiated instruction workshops describe their beliefs and practices concerning the
use of differentiated instruction in their classrooms?” The first two key findings are
related to this question.

114

Key Finding #1
The sample of teachers in this study agree or strongly agree with the content,
process, and assessment statements of differentiated instruction. The exceptions are
three statements in the content area, adjusting content to meet each individual students’
prior knowledge and providing resources that vary in abstractness, in the process area,
three of the six grouping alternative statements, and in the assessment area the statement
that pre-assessments should address student learning profiles.
Previous research suggests that teachers’ beliefs are influential forces in
decisions teachers make and are linked to student performance (Good, 1987). Smylie
(1988) says that “teacher’s perceptions and beliefs are the most significant predictors of
individual change” (p. 3).
It may be possible the teachers may have believed the majority of the
differentiated instruction content statements because they have been practicing them
since they began teaching. For example, in the content area the statement “there should
be clearly stated learning objectives.” Likewise, in the process area in the introduction
category, stems such as “it is important that lesson introductions engage students.”
These are obviously good teaching practices, and regardless of implementation
methods, teachers most likely are applying these types of statements in their teaching
prior to the training.
Key Finding #2
The teachers practice at least once per week the statements in the categories of
alignment of content and differentiation of content in the content area, and in the
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process area, they practice the introduction, learning activities, and teaching strategies at
least once per week.
About half of the teachers report they do not practice the content statements in
the product alternative category or the process statements in the grouping alternatives,
products, or product choice categories. Approximately 60% or fewer of the teachers
practice the statements in the assessment area.
In this finding, the teachers are practicing good teaching in regard to
introductions and following the guiding standards set forth. The statements in these
categories, while important to differentiated instruction, however, are not exclusive or
unique to this method of teaching. These practices are standard for teaching regardless
of instructional method, subject matter, or grade levels being taught.
They are also practicing good teaching strategies and learning activities in their
classrooms. The teachers who took the survey report they are comfortable with, and are,
adjusting instructional methods and learning activities to align with students’ prior
knowledge, students’ skills and students’ learning rates. Over 70% of these teachers
also reported they practice this in their classrooms at least one time per week.
According to Hall (2009), these teachers are allowing for diversity in assignments and
pacing, are giving their students the opportunity to work at their own level of challenge
and be successful in their learning.
Good teacher practice happens when teachers are equipped and have a good
knowledge of the subject matter as well as their ability “to implement new strategies, to
develop effective performance tasks, to plan appropriate assessment tools, and to
address different student learning styles” (Stafford, 2006, p. 1). The training provided
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not only knowledge, but looking back at the first key finding, the teachers also held the
belief of the majority of the statements of differentiated instruction.
However, there is discrepancy among the teachers’ beliefs and practices in the
classroom of some fundamental statements of differentiated instruction. The next four
key findings will look further at the beliefs and reported practices of the teachers.
Key findings 3, 4, 5 and 6 are in relation to research question two, “How do their
beliefs of differentiated instruction compare with their classroom practices?” According
to Pajares (1992) beliefs are difficult to measure as they are not observable, nor are the
individuals consciously aware of their beliefs. However, the “formulation and change of
teacher educators’ beliefs can lead to the improvement of their teaching” (Shagrir, 2015,
as cited in Yuan, 2017, p. 260). Some studies have indicated that teachers may not
always “practice what they preach” (Lunenberg & Korthagen, 2003, p. 29). This would
account for some discrepancies between a teacher’s beliefs and their practices. These
discrepancies may be attributed to “lack of professional competence”, “limited
opportunities for critical reflection and continuous learning in their work environment”,
as well as other factors such as limited time or understanding (Yuan, 2017, p. 261).
Key Finding #3
The teachers agreed and practiced all of the statements in four categories. The
teachers agreed and reported the practice of the statements at least one time per week in
the alignment of content category in the content area. They also agreed and practiced
the process area statements in the introductions, teaching strategies, and learning
activities categories.

117

In this finding, the teachers both believe and are practicing good teaching in
providing the alignment category by providing clearly stated learning objectives that are
aligned with NAD standards. It is likely that the teachers were practicing these
processes prior to attending the training. Regardless of the instructional method, this is a
standard procedure for teaching and not limited to differentiated instruction.
When teachers provide a range of learning opportunities that cater to the
individual needs and interests of the students, it will both challenge and give academic
success to the students (Lawrence-Brown, 2004). This practice of differentiation
provides a framework for planning and teaching to the differences in the student’s levels
of readiness, learning profiles, as well as their interests. The data in my study revealed
that the respondents of the survey both believed and practiced in varying and adjusting
learning activities, teaching strategies and pacing to address individual student learning
rates. The data also showed that the teachers believed and practiced varying and
adjusting learning activities and teaching strategies to address individual students’ skills
and prior knowledge.
The Iris Center (2010) at Vanderbilt states that “when teachers differentiated
process, they teach the same concept or skill to each student; however, the manner in
which each student makes sense of the topic or skill can vary” (p. 6). Therefore, when
teachers vary the activities the students use, they take into account “their students’
readiness levels, interests, or learning profiles” (p. 6). Tomlinson & McTighe (2006)
share that teachers who practice differentiated instruction are “attuned to students’
varied learning needs….and will make modifications to how students get access to
important ideas and skills (p. 18).
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During the interviews, the teachers shared they felt it was important to adjust
instructional methods and learning activities. They felt the training gave them
“strategies for real things….that can turn to habits” and gave “tools to reach my low
students and my average students and then my gifted students.” Another teacher stated
that the training “allowed me to further develop my teaching repertoire and allowed me
to reach kids on different levels.” And yet another teacher said, “I could develop a
program with the curriculum that would help with the thought process of all students at
different levels.” As I was talking to the teachers, it was very clear they felt comfortable
using the strategies learned at the differentiated instruction training. Most of them
shared they were already using some sort of differentiated instruction strategies in their
classrooms, but they didn’t really know it was considered differentiated instruction.
Some of these strategies and learning activities included adjusting assignments
to make them either more or less challenging, giving some students more information or
assistance than others, creating assignments that used the intelligence strengths of their
students, and building lessons on prior knowledge that their students already had
obtained. One teacher stated the training “really opened my eyes and made me aware of
what I was already doing”, while another said, “I was already doing so much DI, I just
wasn’t aware of it and now I have validation.”
After the training they felt their choices in the classroom were confirmed and
justified. The training enhanced their knowledge and gave them more ideas and avenues
to reach their children to continue implementing strategies and activities that would
engage and raise the academic achievement of their students.
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Key Finding #4
There were several categories in which the teachers believed yet did not practice
the statements. In the content area the teachers believe, yet only about one-half to twothirds practice the statements in the product alternatives category. Less than 60% of the
teachers practice the product and product choice categories in the process area. In the
assessment area, they believe all of the statements, yet only 60% or fewer report they
practice these statements at least one time per week.
Findings from this study indicate there is a gap that exists between what was
believed and what was actually implemented by the teachers. Cross (2010) says “the
disparities between teachers’ stated beliefs and their actual classroom practices can be
attributed to a range of cognitive and contextual factors” (p. 414). This suggests that the
teachers’ belief-practice relationship might be looked at within the influence of
individual school settings, classroom size, as well as range of grade-levels in a specific
classroom.
There are some statements in each area of content, process, and assessment that
the teachers believe, yet don’t practice. It may be that while they believe these
statements, the teachers find it difficult to practice these statements for numerous
reasons. Many of the teachers are in small schools which have multiple grade levels
with smaller numbers of students in one classroom. Teachers who were interviewed
stated time was a huge factor in their implementation of differentiated instruction. It
takes a lot of time to plan assorted lessons as well as time to train the students in a
variety of ways of responding appropriately to assignments. As one interviewee
responded the planning can be “overwhelming.” One teacher also stated that “changing
the culture” of the classroom is difficult. When some students are completing a different
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assignment, it may seem “unfair” to others. Creating a classroom where it is acceptable
to both students and parents when there are a variety of assignments and expectations
may not be an easy feat.
Students should be given a choice of their learning activities so they can
demonstrate their learning in different ways (Chein, 2012). Following this type of
instruction would enable the students to choose an activity, resources, or product and
show what they have learned according to their preferred learning style and personal
interest. The survey respondents shared they believed the students should have a choice
of what their learning activities were, however less than half of the teachers actually
allowed their students to choose their learning activities at least one time per week.
Giving students choices or alternative activities could be difficult for some teachers as
they may feel they would lose control, not have enough time to plan or to carry out
lessons, or they may feel they may not be able to manage the students doing different
activities.
One of the teachers that I interviewed shared how she began giving choices to
her students after the training. She gave an example regarding choices in a Bible
assignment. She had a multi-grade classroom and gave several options for her students
to show how the Bible lesson applied to them. She was a bit skeptical at first, thinking
they would just choose the “easiest” and not give their best, but after giving them the
choice of drawing a picture, creating a project or doing some sort of writing activity
(poem, reader’s theatre, etc.) she was quite pleased with the outcome of all of her grade
K-4 students. They were happy to have a choice, spent adequate time and the product
was meaningful and portrayed the knowledge that her students had. The needs of her
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diverse students were met by being provided with choices so that her students could
demonstrate their learning in different ways.
Although the teachers believed in all of the assessment statements in all of the
categories in the survey, the results indicated that approximately 60% or fewer of the
teachers do not use preassessments, nor do they adjust formative/summative
assessments in their classroom. The literature reveals that pre-assessments and
assessments are a major component of differentiated instruction.
Meaningful pre-assessments of students will automatically lead to an effective
and successful differentiation (Hall, et al., 2004). They also argue that using both pre
and on-going assessments informs teachers to that they can provide choices and can
scaffold for the varying needs of “interests and abilities that exists in classrooms of
diverse student” (p. 7). The teachers who completed the survey shared they believe they
should use, analyze and adjust assessments. However, approximately 60% or less of
them reported that they do not use pre-assessments, nor do they adjust
formative/summative assessments in their classrooms at least once per week.
Torgenson (2008) emphasizes a key practice of conducting timely and valid
assessments. The data from these assessments should be used to improve differentiated
instructional planning. When it relates to pre-assessments, some teachers may not
understand their value. They recognize that it was discussed and shared at the training
and know that it is something they believe would be advantageous, yet they may still be
cautious to try something new back in their classrooms for a myriad of reasons. They
may not feel like they have the time, or they may feel like they wouldn’t know what to
do if some of the children already knew the content area to be covered.
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According to Tomlinson (2001) the assessment portion can be differentiated by
giving students different opportunities to show what they have learned, rubrics which
extend the varied skill levels of the students and allowing students to create their own
assessments which contain required components (p. 13). It can be a daunting task to be
constantly adjusting content as well as assessments. Some teachers may feel that
regardless of how their students obtained and learned information they should be able to
show their knowledge in the same way as other students. It is also a possibility that
some teachers may not adjust assessments for fear they will not include pertinent
content areas that need to be assessed.
In discussing pre-assessments with the teachers I interviewed, all of the them
mentioned pre-assessments in a positive way. They appreciated and took back the preassessment portion of differentiated instruction back to their classrooms. One stated that
she now did more intentional pre-assessments and that they were probably the easiest
component of differentiated instruction to implement without “much thought or
preparation.”
I believe the teachers I interviewed may have possibly been more open to
change and trying new things than some of the other survey respondents. The survey
results show that most of the teachers who took the training believed in the statements
that make up the different instruction method of teaching. The survey showed that they
understood what differentiated instruction is, yet the survey revealed that most did not
take those components back to their classrooms to practice. The teachers that were
willing to be interviewed seemed to not only believe in differentiated instruction, but
they shared they were also already performing some of these strategies in their
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respective classrooms. These teachers were clearly willing to go back and continue to
try new things and share their findings with me for the purpose of this study.
Key Finding #5
There was a low belief (between 53% and 89%) of the teachers, and a low
practice (60% or less) of the majority of the statements in the grouping alternatives
category in the process area of differentiated instruction. The statement with the
exception ‘it is important to use a variety of grouping strategies’.
Grouping students is an important part of the process segment of differentiated
instruction (Tomlinson, 1999). She suggested that teachers plan their instruction so that
all of the students would work with a variety of groups within their classroom. She
suggested they work with mixed-readiness groups, similar interest groups, randomly,
with the class as a whole and sometimes with those who learn in a similar style to the
way they learn. Using a variety of grouping strategies allows students to see themselves
“in a variety of contexts” and aides the teacher in “auditioning” students in different
settings with different peers and different types of work (Tomlinson, 1999).
The data revealed that approximately half of the teachers did not believe in or
practice three of the six statements in the process grouping alternatives category.
Understanding that many of the teachers taking this survey teach in small school
settings, it’s likely they may not have enough students in their classroom to group
students homogenously, or with students that function at similar levels. Instead, they
may without choice, have students grouped heterogeneously, or with students that are
diverse in their academic, social and emotional levels. As most Seventh-day Adventist
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schools have multiple grade levels within the same classroom, teachers group students
heterogeneously; possibly without even realizing this is their constant grouping strategy.
However, the data showed that the teachers did believe and practice the
statement “provide a variety of grouping strategies” in the grouping alternatives
category. Strategies such as “pick a partner”, “grade groups”, a grouping rotation or
alphabetical rotation could be combined to ability and interest grouping strategies. The
interviewees shared that they found that the training provided a variety of grouping
strategies, such as “appointment clocks”, “postcard puzzles”, and “four corners” that
were helpful and easy to implement when they returned to their classroom. The majority
of the teachers taking the survey, and all of the teachers that were interviewed, shared
that the training was very helpful in showing a variety of effective grouping strategies to
use in their classrooms.
Key Finding #6
There were mixed results with the statements in two of the categories in the
content area. These categories are resources and resource alternatives. The statements
are in regard to providing resources that vary in complexity, familiarity, and
abstractness, as well as providing resources that meet individual students’ learning
styles and interests.
This key finding indicates there was a strong belief of four of the five statements
in the resources and resource alternatives categories of the content area. Two of the
statements, teachers should provide resources that vary in complexity, and it is
important to provide a variety of resources that address the full range of student learning
styles both had a high belief of the teachers. The data also revealed that the teachers
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practiced these statements at least one time per week. It may be that teachers both
believe and practice these statements as they are wanting to give their students
experiences that will enhance and grow their learning and academic achievement. They
are providing resources that teach to the strengths and styles of their individual students.
In smaller schools and classrooms, the teachers are able to “step out of the norm” and
provide experiences that aren’t possible with larger classrooms or schools with more
restrictions.
While the teachers may be able to provide some variety of resources and
experiences, they may not be able to cover all areas. The teachers believed the
statements provide resources that vary in familiarity, and it is important to provide a
variety of resources that address the full range of student interest; however, they do not
practice these statements at least one time per week. When teachers are choosing
resources and activities for their students, sometimes they have to use what is available.
Time, money and certain other logistics may be factors for not implementing these
statements. Most of the teachers work in schools that have limited funds and resources
and they may not have a choice to provide a wide range of resources that vary in
familiarity and individual interests of the students.
As indicated in Key Finding 1, the teachers had a lower belief in the statement
providing resources that vary in abstractness, and subsequently only 60.6% of them
indicated they practice this statement at least one time per week.
Key finding 7 addresses research question 3 and support methods the teachers
may have had when implementing differentiated instruction.
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Key Finding #7
The surveys and interviews indicate the majority of the teachers have interacted
with other teachers in some way to assist in their implementation of differentiated
instruction.
The teachers of the Columbia Union were given the opportunity for professional
development in the differentiated instruction method of teaching. The purpose of the
training was to give the teachers tools and knowledge to go back to their classrooms and
implement this method of teaching. When professional development experiences are
taken back and practiced, professional learning evolves. Professional learning develops
into professional growth, which increases student achievement.
The literature and research on support methods backs that teachers who interact
and collaborate with each other have increased professional growth as well as student
achievement (Kennedy & Shiel, 2010). Most of the teachers who took this survey
indicated that they shared ideas, or received ideas, in some form with another teacher.
Most have also looked at their own implementation of differentiated instruction and
performed self-reflection on their practice. About two-thirds of the teachers discussed
differentiated instruction and/or shared an observation experience, and less than half
reported they had a mentor, coach, or participated with another classroom teacher
planning for implementation in their classroom.
The interviews indicated that while teachers felt supported and were highly
satisfied with their training and new knowledge in the differentiated instruction teaching
methods, they would like more communication and interaction with other teachers.
Additionally, they were interested in different levels of administration giving them
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feedback to ensure they are growing in their professional practice and doing the best
they can for their students’ learning.
Recommendations for Practice
Possible recommendations for practice could include:
1. Administrators at the union, conference, and school levels explore ways to
provide opportunity for professional learning communities within, and
beyond, school communities.
2. Teachers to be paired together with someone who teaches a similar grade to
share observation and feedback with each other.
3. Formal evaluations and conferencing become routine to ensure professional
growth.
Suggestions for Future Research
Based on the results of this mixed methods study, it is recommended that further
qualitative and quantitative studies be performed on the understanding and
implementation of differentiated instruction and the support methods that can be used to
enhance and give confidence to this teaching practice. The studies could:
1. Include teacher observations and other artifacts (such as testing results) in
addition to a survey and interviews for triangulation of data.
1. Be broadened by including additional teachers outside of the Columbia
Union, possibly a North American Division-wide sample.
2. Look at what types of ongoing professional development that would assist
teachers and administrators in creating professional learning communities to
give support on differentiated instruction.
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3. Include teachers broken down into grade-groups to look at similarities and
differences that they are experiencing based on the age of the students that
they teach.
4. Involve interviewing administrators, both principals and superintendents, as
to their view of the implementation of differentiated instruction, and/or other
teaching methods and what type of on-going support they feel is most
beneficial to their teachers.
5. Compare the results of this research using a sample of Seventh-day
Adventist teachers who have not completed the differentiated training to
learn if their understanding and practice have any similarities or differences.
Conclusion
The overall drive for this mixed methods study was to determine the beliefs and
practices of teachers in the implementation of differentiated instruction. The qualitative
data revealed that the teachers found differentiated instruction to be a useful method of
classroom practice. Many were already implementing segments of differentiated
instruction without realizing their practice was a specific method of teaching. The
training validated their current practices. Teachers also shared that they saw the
effectiveness of this method and were motivated to continue implementing additional
areas of differentiated instruction into their classroom routines.
They also indicated that while they felt supported and were highly satisfied with
their training and new knowledge in the differentiated instruction implementation
method, they would appreciate more communication and interaction with other
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teachers, as well as different levels of administration, to give them feedback to ensure
they are growing in their professional practice.
The quantitative data supported the fact that the teachers who took the training
overall understood what differentiated instruction was and how it should be
implemented. However, the data also showed that they were not practicing all areas of
differentiated instruction in content, process, and assessment.
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APPENDIX A
Differentiated Instruction Beliefs/Practice Survey
Part I: Beliefs
Please indicate your belief using the following scale:
1 – Strongly Disagree
2 – Disagree
3 – Agree
4 – Strongly Agree
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19

There should be alternative activities to accommodate the
range of student interest in a classroom
It is important that lesson introductions engage the students
It is important to group students according to learning styles
It is not necessary to adjust assessments to match the
differentiated content
There should be clearly stated learning objectives
It is important that pre-assessment data be analyzed
Lesson introductions should communicate learning objectives
Teachers should group students according to their interests
Lesson introductions should be relevant to the students
Teachers should provide resources that vary in familiarity
Pre-assessments should address student learning profiles
It is important to use a variety of grouping strategies
There should be alternative activities to accommodate the
range of student learning styles in a classroom
Pre-assessments should be used to adapt lessons for individual
students
Teachers should provide opportunities for students to choose
their learning activities
It is important that learning objectives be aligned with NAD
standards
It is important that teachers adjust instructional methods to
align with students’ prior knowledge
Critical thinking skills should be incorporated into learning
activities
Pre-assessments should address learning objectives
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1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234

20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39

It is important to provide a variety of resources that address
the full range of student interests
Grouping students randomly may increase social skills
Teachers should use a variety of pre-assessment processes
It is necessary that teachers adjust instructional methods to
align with students’ skills
Lesson introductions should connect with students’ prior
knowledge
It is important to provide a variety of resources that address
the full range of student learning styles
It is imperative that teachers provide resources that vary in
abstractness
Teachers should adjust instructional methods to align with
students’ learning rate
It is important to adjust content to meet each individual
students’ prior knowledge
Students should complete their assignments at the same time
It is not important that teachers adjust pacing to align with
students’ skills
Learning activities should be adjusted to address students’
prior knowledge
Grouping students heterogeneously may increase achievement
and social skills
It is not important that teachers adjust pacing to align with
students’ learning rate
Learning activities should be adjusted to address students’
learning rates
It is important to match students to assignments appropriate to
their learning rate
Teachers should design assignments that result in products
that vary in complexity
Teachers should adjust pacing to align with students’ prior
knowledge
Grouping students homogeneously by interest may increase
motivation
Teachers should use resources that vary in complexity
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1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234
1234

Part II: Practice
Please indicate your personal practice using the following scale:
1 – Never
2 – Less than once a month
3 – 1-2 times per month
4 – 1-2 times per week
5 – 3-5 times per week
40
41
42
43
44
45
46
47
48
49
50
51
52
53
54
55
56
57
58
59
60

Design learning activities that incorporate critical thinking
skills
Adjust pacing to align with students’ prior knowledge
Group students homogeneously by interest to increase
motivation
Expect students to complete assignments at the same time
Provide a variety of resources to meet individual students’
learning styles
I group my students according to learning styles
Use a variety of pre-assessment processes
Use pre-assessments to adapt lessons for individual students
Adjust learning activities to address students’ learning rates
Use a variety of grouping strategies
Adjust pacing to align with students’ skills
Provide opportunities for students to choose their learning
activities
Provide resources that vary in familiarity
Adjust assessments to match the differentiated content
Group students heterogeneously to increase achievement and
social skills
Design assignments that result in products that vary in
complexity
Provide alternative activities to accommodate the range of
student learning styles in my classroom
Provide a selection of resources that address the full range of
student interests
Adjust learning activities to address students’ prior knowledge
Group my students according to their interests
Match students to assignments appropriate to their learning
rate
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12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345

61
62
63
64
65
66
67
68
69
70
71
72
73
74
75
76
77
78
79
80
81
82
83
84
85
86
87
88

Provide alternative activities to accommodate the range of
student interests in my classroom
Adjust pacing to align with students’ learning rate
Lesson introductions connect with students’ prior knowledge
Adjust instructional methods to align with students’ skills
Pre-assessments address learning objectives
Provide resources that vary in abstractness
Learning objectives are aligned with the NAD standards
I analyze pre-assessments
Adjust instructional methods to align with students’ prior
knowledge
Adjust instructional methods to align with students’ learning
rate
Pre-assessments address student learning profiles
Group students randomly to increase social skills
Lesson introductions engage the students
Provide resources that vary in complexity
Lesson introductions communicate learning objectives
Use clearly stated learning objectives
Adjust content to meet each individual students’ level of prior
knowledge
Lesson introductions are relevant to the students
I participated with another classroom teacher for planning my
differentiated instruction activities
I have observed another teacher implement differentiated
instruction
Another teacher observed me teaching with differentiated
instruction
I have shared ideas with another teacher concerning
differentiated instruction
I received ideas from another teacher concerning
differentiated instruction
I had a mentor who coached me while beginning to implement
differentiated instruction
I keep a journal of my implementation of differentiated
instruction
I self-reflect on the implementation of differentiated
instruction
I discuss the process of differentiated instruction with another
teacher
I would be willing to be interviewed concerning my
knowledge and practice of differentiated instruction to assist
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12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
12345
Yes No
Yes No
Yes No
Yes No
Yes No
Yes No
Yes No
Yes No
Yes No
Yes No

89

in this study. (all information obtained will be kept
confidential)
If answered “YES” to question 49, please provide name and
contact information: (Name, school, grades taught, e-mail,
phone number)
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APPENDIX B
Interview Questions
1. What is your name?
2. Tell me about your teaching experience.
3. What grades do you currently teach?
4. What is your current classroom size?
5. Describe an ideal classroom.
6. How does differentiated instruction fit into an ideal classroom?
7. How did the differentiated instruction training at the Columbia Union office
prepare you for implementing this teaching method into your classroom?
8. Following the training, how did you go about implementing differentiated
instruction in your classroom?
9. What was easiest about implementing differentiated instruction?
10. What was the hardest part of the implementation?
11. What helped you most in your implementation?
12. How have these tools been useful?
13. Have you used any support methods during your implementation?
14. If yes, how have these methods helped you?
15. If no, why not? How would it have helped you more if support methods were
available?
16. What barriers have you experienced in implementing differentiated instruction?
17. How has differentiated instruction changed your teaching practice?
18. Has differentiated instruction changed your classroom?
19. If yes, how?
20. If no, why do you think it hasn’t?
21. What preparation was needed in the implementation of differentiated instruction?
22. How did your students respond to your implementation of differentiated
instruction?
23. What have you learned from your implementation that you would recommend to
other teachers who might be trying to implement differentiated instruction?
24. If you were to give advice to another teacher wanting to implement differentiated
instruction, what would you say to them and to their supervisors?
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APPENDIX C
The Innovation Configuration (IC) Map for Differentiated Instruction
(Draft 1, 2008)
The IC Map is used for collecting and analyzing student and school-wide data to assess schools’ fidelity in implementing DI. This model
uses a 3-point or 4-point scale to measure the level of fidelity in teacher practices, though schools may adopt their own model as needed. For
an electronic copy of the IC Map, contact Alice Henley, Assistant Director, State Education Resource Center (SERC), (860) 632-1485,
ext. 311, or henley@ctserc.org.
[Note: Items marked (*) to be defined in a glossary by the participating teams, for use in their schools]

Curriculum Components That May Be Differentiated
CATEGORY

137

4
The teacher provides learning
Alignment
objectives that are consistently clear
of
and aligned with state/national
Content*
standards, the district’s priority
standards, and scope and sequence.
The teacher provides an introduction
Introduction* that consistently establishes relevance,
includes an engaging scenario,
communicates learning objectives, and
connects with students’ prior
knowledge.
The
teacher consistently uses a variety
Preassessment* of preassessments that address students’
learning profiles* and the learning
objectives for units of instruction*.

3
The teacher provides learning
objectives that are sometimes clear
and aligned with state/national
standards, the district’s priority
standards, and scope and sequence.
The teacher provides an introduction
that includes an engaging scenario
and communicates learning
objectives but does not either connect
with prior knowledge or establish
relevance.
The
teacher sometimes uses
preassessments that address the
students’ learning profiles* and the
learning objectives for units of
instruction.

2
The teacher provides learning
objectives that are often
unclear and poorly aligned
with state/national standards.
The teacher provides an
introduction that
communicates the objective
but is either not engaging or
does not establish relevance.
The teacher uses
preassessments that either do
not address the students’
learning profiles or learning
objectives for units of
instruction.

1
The teacher provides
learning objectives that
are unclear and not
aligned with state/national
standards.
The teacher provides no
introduction.

The teacher does not use
preassessments.

Adjusting the Breadth: Differentiating by Providing Alternatives and Choice
Curriculum Components That May Be Differentiated
CATEGORY

Analysis of
Preassessment
Data
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Product
Alternatives*

Product
Choice

4

3

The teacher consistently analyzes
preassessment data, identifies the
most critical student learning
difference, and plans to adjust the
breadth or depth of components
accordingly.

The teacher analyzes preassessment
data and identifies the most critical
student learning difference but does
not plan to adjust the breadth or
depth accordingly.

The teacher provides alternative
products that are aligned with the
learning objectives to address the
range of student interest and
learning styles.

The teacher provides alternative
products that are aligned with the
learning objectives but do not address
the full range of student interest and
learning styles.

The teacher consistently provides
opportunities for students to choose
their products.

The teacher sometimes provides
opportunities for students to choose
their products.

2
The teacher analyzes
preassessment data but is
unable to identify the most
critical student learning
difference and plan to
adjust the breadth or depth
accordingly.
The teacher provides
alternative products that do
not align with the learning
objectives or do not address
the full range of student
interests and learning styles.
The teacher seldom
provides opportunities for
students to choose their
products.

1
The teacher does not
analyze preassessment
data.

The teacher does not
provide a selection of
products.

The teacher does not
provide opportunities to
choose their products.

3

CATEGORY
Resource
Alternatives*

The teacher provides a selection of resources that
are aligned with the learning objectives to
address the full range of student interests and
learning styles.

Grouping
Alternatives

The teacher uses a variety of grouping strategies
that are aligned with the learning objectives and
address the full range of student interests and
learning styles.

2

1

The teacher provides a selection of
resources that may not be aligned with
the learning objectives or may not
address the full range of student interests
and learning styles.
The teacher uses a variety of grouping
strategies that may not be aligned with
the learning objectives or may not
address the full range of student interests
and learning styles.

The teacher provides a single resource
that may or may not address students’
learning needs.

The teacher does not vary grouping
strategies.
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Adjusting the Depth: Differentiating by Providing Tiering*
Curriculum Components that May Be Differentiated
3
Differentiation
of Content*

Assessments*
(formative
and
summative)

The teacher adjusts the content to increase or
decrease its complexity*, abstractness*,
familiarity*, or opportunity for application* to
address the full range of students’ prior
knowledge/skills
or assessments
learning rates.
The teacher adjusts
to address the
differentiated content.

2

1

The teacher adjusts the content, but the
adjustment does not address the full range
of students’ prior knowledge/skills or
learning rates.

The teacher does not make
adjustments to the content.

The teacher adjusts assessments, but
they do not address the differentiated
content.

The teacher does not adjust
assessments.

Grouping
Strategies

Teaching
Strategies*
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Learning
Activities*

4

3

The teacher uses a
variety of grouping
strategies that are
aligned with the
learning objectives
and address the full
range
of students’
The teacher
adjusts
prior knowledge/skills
instructional
methods,
or learning
pacing,
andrates.
scaffolding to align
with the learning
objectives and to
address the full range
4
of students’ prior
The teacher designs
knowledge/skills or
learning activities to
learning rates.
help students develop
and apply critical
thinking skills*. The
learning activities are
adjusted to address the
full range of students’
prior
knowledge/skills or
learning rates.

The teacher uses a variety of grouping
strategies that may not be aligned with the
learning objectives or may not address the
full range of students’ prior knowledge/skills
or learning rates.

The teacher randomly uses
grouping strategies.

The teacher does not vary
grouping strategies.

The teacher adjusts instructional methods,
pacing, or scaffolding to align with the
learning objectives but may not address the
full range of students’ prior knowledge/skills
or learning rates.

The teacher randomly adjusts
instructional methods, pacing,
and scaffolding.

The teacher does not
adjust instructional
methods, pacing, or
scaffolding.

3
The teacher designs learning activities to
help students develop and apply critical
thinking skills, but the activities are not
appropriate to the full range of students’ prior
knowledge/skills or learning rates.

2

2
The teacher designs learning
activities that may not address
students’ developing critical
thinking skills.

1

1
The teacher does not
design learning activities.

Products

The teacher designs
assignments that result
in products that vary
in complexity, critical
thinking, or
independence, and the
teacher matches
students to particular
assignments
appropriate to their
prior knowledge/skills
and learning rate.

The teacher designs assignments that result
in products that vary in complexity, critical
thinking, or independence, but does not
match all students to particular assignments
appropriate to their prior knowledge/skills
and learning rate.
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3
Resources

Time

The teacher provides
resources that vary in
complexity*, abstractness*
and/or familiarity* to
address the full range of
students’ prior
knowledge/skills or
learning rates.
The teacher consistently
provides an opportunity
for
subgroups of
students to learn at
varied paces.

The teacher designs
assignments that result in
products that vary in
complexity, critical thinking,
or independence, but the
assignments are not matched to
students’ prior
knowledge/skills and learning
rate.

2

The teacher does not
design
differentiated
products.

1

The teacher provides resources that do not address the full
range of students’ prior knowledge/skills or learning
rates.

The teacher provides one resource.

The teacher inconsistently provides opportunities for
subgroups of students to learn at varied paces.

The teacher does not provide opportunities for
subgroups of students to learn at varied paces.

APPENDIX D
Innovation Configuration/Beliefs/Practice Relationship Chart
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Innovation Configuration Reference
Alignment of Content
The teacher provides learning
objectives that are consistently clear
and aligned with state/national
standards, the district’s priority
standards, and scope and sequence
Introduction
The teacher provides an introduction
that consistently establishes
relevance, includes an engaging
scenario, communicates learning
objectives, and connects with
students’ prior knowledge.

Beliefs #
C
#5
#16

Belief Question/s
*There should be clearly stated
objectives.
*It is important that learning
objectives be aligned with NAD
standards.

Practice #
#76
#67

Practice Question/s
*I use clearly stated learning
objectives.
*My learning objectives are
aligned with the NAD
standards.

P
#9
#2
#7
#24

*Lesson introductions should be
relevant to the students.
*It is important that lesson
introductions engage the students.
*Lesson introductions should
communicate learning objectives.
*Lesson introductions should
connect with students’ prior
knowledge.

#78
#73
#75
#63

Preassessment
The teacher consistently uses a
variety of pre-assessments that
address students’ learning profiles
and the learning objectives for units
of instruction

A
#22
#11
#19

*Teachers should use a variety of
pre-assessment processes.
*Pre-assessments should address
student learning profiles.
*Pre-assessments should address
learning objectives.

#46
#71
#65

*My lesson introductions are
relevant to the students.
*My lesson introductions
engage the students.
*My lesson introductions
communicate learning
objectives.
*My lesson introductions
connect with students’ prior
knowledge.
*I use a variety of preassessments processes.
*My pre-assessments address
student learning profiles.
*My pre-assessments address
learning objectives.

Analysis of Preassessment Data

A
#6

*It is important that preassessment data be analyzed.

#68
#47

*I analyze pre-assessments.
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Innovation Configuration Reference
The teacher consistently analyzes
preassessment data, identifies the
most critical student learning
difference, and plans to adjust the
breadth or depth of components
accordingly

Beliefs #
#14

Belief Question/s
*Pre-assessments should be used
to adapt lessons for individual
students.

Practice #

Practice Question/s
*I use pre-assessments to
adapt lessons for individual
students.

Product Alternatives
The teacher provides alternative
products that are aligned with the
learning objectives to address the
range of student interest and
learning styles

C
#1
#13

#61
#56

Product Choice
The teacher consistently provides
opportunities for students to choose
their products
Resource Alternatives
The teacher provides a selection of
resources that are aligned with the
learning objectives to address the
full range of student interests and
learning styles

P
#15

*There should be alternative
activities to accommodate the
range of student interests in a
classroom.
*There should be alternative
activities to accommodate the
range of student learning styles in
a classroom.
*Teachers should provide
opportunities for students to
choose their learning activities.

*I provide alternative
activities to accommodate the
range of student interests in
my classroom.
*I provide alternative
activities to accommodate the
range of student learning
styles in my classroom.
*I provide opportunities for
students to choose their
learning activities.

#57
#44

*I provide a selection of
resources that address the full
range of student interests.
*I provide a variety of
resources to meet individual
students’ learning styles.

Grouping Alternatives
The teacher uses a variety of
grouping strategies that are aligned

P
#3
#8

*It is important to provide a
variety of resources that address
the full range of student interests.
*It is important to provide a
variety of resources that address
the full range of student learning
styles.
*It is important to group students
according to learning styles.

#45
#59
#49

*I group my students
according to learning styles.

C
#20
#25

#51
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with the learning objectives and
address the full range of student
interests and learning styles

Beliefs #
#12
#32
#38
#21

Belief Question/s
*Teachers should group students
according to their interests.
*It is important to use a variety of
grouping strategies.
*Grouping students
heterogeneously may increase
achievement and social skills.
*Grouping students
homogeneously by interest may
increase motivation.
*Grouping students randomly may
increase social skills.

Practice #
#54
#42
#72

Practice Question/s
*I group my students
according to their interests.
*I use a variety of grouping
strategies.
*I group students
heterogeneously to increase
achievement and social skills.
*I group students
homogeneously by interest to
increase motivation.
*I group students randomly to
increase social skills.

Differentiation of Content
The teacher adjusts the content to
increase or decrease the complexity,
abstractness, familiarity or
opportunity for application to
address the full range of students’
prior knowledge/skills or learning
rates
Assessments (Formative and
Summative)
The teacher adjusts assessments to
address the differentiated content
Teaching Strategies
The teacher adjusts instructional
methods, pacing, and scaffolding to
align with the learning objectives
and to address the full range of

C
#28
#35

*It is important to adjust content to #77
meet each individual students’
#60
prior knowledge.
*It is important to match students
to assignments appropriate to their
learning rate.

*I adjust content to meet each
individual students’ level of
prior knowledge.
*I match students to
assignments appropriate to
their learning rate.

A
#4

*It is not necessary to adjust
assessments to match the
differentiated content.

#53

*I do not adjust assessments
to match the differentiated
content.

P
#37
#30
#33
#17

*Teachers should adjust pacing to
align with students’ prior
knowledge.

#41
#50
#62
#69
#64

*I adjust pacing to align with
students’ prior knowledge.
*I don’t adjust pacing to align
with students’ skill.

Beliefs #
#23
#27

Belief Question/s
Practice #
*It is not important that teachers
#70
adjust pacing to align with
students’ skills.
*It is not important that teachers
adjust pacing to align with
students’ learning rate.
*It is important that teachers adjust
instructional methods to align with
students’ prior knowledge.
*It is necessary that teachers adjust
instructional methods to align with
students’ skills.
*Teachers should adjust
instructional methods to align with
students’ learning rate.

Practice Question/s
*I don’t adjust pacing to align
with students’ learning rate.
*I adjust instructional
methods to align with
students’ prior knowledge
*I adjust instructional
methods to align with
students’ skills.
*I adjust instructional
methods to align with
students’ learning rate.

Learning Activities
The teacher designs learning
activities to help students develop
and apply critical thinking skills.
The learning activities are adjusted
to address the full range of students’
prior knowledge/skills or learning
rates.

P
#31
#34
#18

*Learning activities should be
adjusted to address students’ prior
knowledge.
*Learning activities should be
adjusted to address students’
learning rates.
*Critical thinking skills should be
incorporated into learning
activities.

#58
#48
#40

*I adjust learning activities to
address students’ prior
knowledge.
*I adjust learning activities to
address students’ learning
rates.
*I design learning activities
that incorporate critical
thinking skills.

Products
P
The teacher designs assignments that #36
result in products that vary in
complexity, critical thinking, or

*Teachers should design
assignments that result in products
that vary in complexity.

#55

*I design assignments that
result in products that vary in
complexity.
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students’ prior knowledge/skills or
learning rates
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independence, and the teacher
matches students to particular
assignments appropriate to their
prior knowledge/skills and learning
rate

Beliefs #

Belief Question/s

Practice #

Practice Question/s

Resources
The teacher provides resources that
vary in complexity, abstractness
and/or familiarity to address the full
range of students’ prior
knowledge/skills or learning rates

C
#39
#26
#10

#74
#66
#52

*I provide resources that vary
in complexity.
*I provide resources that vary
in abstractness.
*I provide resources that vary
in familiarity.

Time
The teacher consistently provides
opportunity for subgroups of
students to learn at varied paces

P
#29

*Teachers should use resources
that vary in complexity.
*It is imperative that teachers
provide resources that vary in
abstractness.
*Teachers should provide
resources that vary in familiarity.
*Students should complete their
assignments at the same time.

#43

*I expect students to complete
assignments at the same time.

*The original innovation configuration map had another section entitled “grouping strategies.” It was worded identically to the
“grouping alternatives” section in this chart. For my purposes, it would be redundant to use both segments, therefore I omitted the
“grouping strategies” section.
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